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CHAPTER I 
PRELIMI NARY CONSIDERATIONS 
The Purpose of the Study · 
The purpose of this study is to review the profes-
sional literature concerni ng the role of the classroom 
teacher in helping secondary-school girls and boys to 
understand and appreciate democracy as the American way 
of life. The answer to the following question will be 
sought: What, in the opinion of these professional 
writers, are the means at the disposal of the classroom 
teacher of developing those skills, habits, attitudes, 
-~ --
and appreci ations which educational leaders commonly 
agree are necessary for effective participation in our 
American form of democracy? An attempt has been made 
to glean from a good sampling of the tremendous mass of 
professional literature relating to the subject a list 
of educational procedures or conditions which can be 
maintained in science classes, English classes, indus-
trial arts shops, the gymnasium, and .in the classrooms 
of · the other broad areas of the curriculum to strengthen 
democracy by making it living and vital, a positive, 
practical force in t he lives of our future citizens. 
-1-
Methods and Organization of Research 
Methods.-- A survey of the literature on democracy 
in education was made, and those books, pamphlets, and 
articles, approximately three-hundred in number, dealing 
with the teaching of democracy in secondary-schools or 
in the public schools in general were selected for read-
ing. The primary criterion used in selecting these 
materials was the inclusion of recommendations for class-
room conditions or procedures which the author believed 
to be useful in developing democratic capacities and 
dispositions. 
The following sources were used to determine the 
location of writings on the subject: 
1. Education Index. 
2. Bibliography of Research Studies in Education. 
3. Review of Educational Research. 
4. R~search Bulletins, National Education Association. 
5. Bibliographies appearing in the School Review 
and other selected bibliographies included in books, 
pamphlets, and magazine articles dealing with the teach-
ing of democracy. 
6. The indexes of educational periodicals including 
School Executive, School Review, and Teachers College 
Record. 
7. The yearbooks of the Department of Superintendence 
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and the Department of Supervision and Curriculum Develop-
ment, both of the National Education Association. 
8. Bulletins, pamphlets, and circulars published by 
the United States Office of ·Education and the Departments 
of Education of the several states. 
This study has been based on the various writers' 
opinions and recommendations for education which will 
provide our ~econdary-schooi pupils with training and 
experience in democratic living. The present writer has 
limited his comments to statements concerning the strengths 
and weaknesses of the studies or the suggestions of the 
authors. 
Organization.-- The · remainder of ~is chapter will 
be concerned with a brief discussion of the place of the 
secondary-school in a democracy, its obligations and 
deficiencies, and the great need for descriptions of 
classroom procedures which might be of value in training 
for participation in a democratic society. Chapters two 
and three present a review of the literature relating to 
the purposes and methods of education in a democracy. 
The final chapter contains the conclusions of the present 
writer in the form of a check list of educational ' condi-
tions and procedures conducive to the educative growth 
of citizens of a democracy. 
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The Secondary- School in a Democracy 
The purpose of the secondary-school in a. democracy.--
Billett!/ delineates the purpose of the school in a 
chapter of his book given over to a discussion of the 
implications of democracy for secondary-education. His 
point-of-view is best presented in his own words. 
uso far, this section has set forth a state-
ment of the distinctive goals and basic principles 
involved in democracy. If the statement is essen-
tially accurate, one may assume that the democratic 
way of living puts an unprecedented premium on the 
capacity of a substantial majority of citizens to 
become capable of intelligent behavior, well-inten-
tioned, and rationally likeminded in matters per-
taining to the common welfare. In other words, the 
democratic way of living can exist outside the 
realms of the imagination only if a substantial 
majority of citizens are capable of learning to live 
intelligently, with due regard for the rights of 
others, in a social and physical environment which 
is none the less baffling and intricate because it 
is largely man-made. Furthermore, the democratic 
way of living can become a reality only if a sub-
stantial majority of citizens can learn to cooperate 
intelligently, with due reg.ard for the rights of 
others, in promoting orderly and .desirable changes 
in this ·environment. More than any other way of 
living, democracy depends upon and rewards the chief 
attribute distinguishing many men from the lower 
animals, namely, the inclination and capacity fre-
quently employed in actively modifying the environ-
ment rather than passively becoming adjusted to it. 
"Educators face no more vital question than 
this: How are men to be inducted into the life in-
dicated by democracy? Men are not born with the 
characteristics which democracy requires of a sub-
stantial majority of citizens. It would be stupid 
to presume that most citizens would or could acquire 
these characteristics in the mere process of living, 
in an unguided and uncontrolled environment. Where, 
then, will men acquire the capacities and dispositions 
required by democracy if not in the public schools?" 
1/ Roy o. Billett~ Fundamentals of Secondary-School Teaching, 
Houghton-Mifflin Company, Boston, 1940, p.34-5. 
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It seems clear then that the secondary-school has a 
large share of the responsibility for preserving and 
improving democracy, for dev~loping those abilities and 
attitudes which are so necessary for the successful 
functioning of a democracy. 
Hutchinson!/ expresses the responsibility of the 
school in the following words: 
"The major purpose of public schools in this 
country, ·from their earliest origins on, has been 
that of developing citizens who are capable of 
living under and contributing toward our democractic 
way of life. Nor has that purpose changed." 
Mahoney§/ underscores the purpose of the American 
public school in these words: 
"The most important business of the American 
public school is that of making good American citi-
zens. It may turn out scholars. It may produce 
successful men of business. It may educate for 
culture. It may make it possible for its graduates 
to make a better living. These and other things it 
may do - and yet possibly fail. The real test of 
its accomplishment is the kind of citizen it fur-
nishes the republic. That is its excuse for being. 
That, and that alone, primarily justifies its sup-
port from public funds." 
Counts£/ has described the purposes and obligations 
or the school in even greater detail. He says: 
y Earl Hutchinson, "suggestions on 'Teaching' Democracy11 , 
School Life (May, 1949) 31:8-lOt. · 
g/ John J. Mahoney, For Us the Living, Harper and 
Brothers, New York, 1945, p. vii. 
£1 George s. Counts, The Schools Can Teach Democracy, 
The John Day Company, New York, 1939, p. 14. 
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11 In the achievement of any program for the 
defense and advance of democracy, the school, and 
particularly the public school, must play an impor-
tant role." 
Further on he continues!/, 
" •••• (the school) should strive with all the 
resources at its disposal to develop in the indivi-
dual a fee;Ling of competence and adequacy; an 
allegiance to the central democratic principle of 
human equality, brotherhood, dignity, and worth; a 
loyalty to the democratic process of free discussion, 
criticism, and group decision; a mentality marked by 
fairmindedness, integrity, and scientific spirit; a. 
respect for and an appreciation of talent, training, 
and charac:ter; a sense of the fundamental social 
obligation of labor; and an enlightened devotion to 
the common good." 
The responsibility of secondary-school teachers and 
administrators in a democracy.-- If the school is to ful-
fill its obligations to the society which supports it, 
teachers and administrators must be aware of their re-
sponsibility for knowing what democracy is, and exemplify 
it in everything they do, both in and out of school. 
Billet~ makes this point in these words: 
"one basic and indispensable feature of 
secondary education in a democracy is a teaching 
s.ta.ff w:hose individual members know what democracy 
is, and who exemplify it in their own lives~ 
Among the primary obligations assumed by each 
person entering the educational profession in 
America is the obligation of knowing and practic-
ing the fundamentals involved in the democratic 
way of living. Without such knowledge the teacher, 
supervisor, or administrator cannot teach, nor 
help pupils to learn how to live, in accord with 
the democratic concept." · 
Y Counts, op. cit., P• 17-. 
g/ Billett, op. cit., P• 35. 
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Deficiencies of the School 
The failure of the schools to fulfill their major 
obligation.-- Many leaders in all walks of life have ex-
pressed the belief that the schools have not met their 
major obligation, that of producing intelligent citizens, 
loyal to the values and processes of democracy. They 
seem to feel that our boys and girls have not and are 
not now being prepared to meet the supreme challenge 
which our democracy faces. The "Zeal for American 
Democracy" program, sponsored by the United States 
Office of Education, was launched as a direct result of 
this wide-spread anxiety. Our educational leaders felt 
that schools and teachers had to be awakened to the 
great need for strengthening democracy by helping chil-
dren to understand the values involved in the American 
way of living and to · acquire the skills needed for 
effective participation in our society. 
The feeling of educational leaders is well sum-
marized by this statement of the major deficiencies 
in American life made by the Educational Polieies Com-
mission!/ of the National Education Associa t ion in 1941: 
"The achievement of democratic discipline 
in the young requires the correction of those 
1/ Educational Policies Commission, National Education 
Association and the American Association of School 
Administrators, The Education of Free Men in American 
Democracy, Washington, D. c., 1941, P• 81. 
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deficiencies which are altogether too widely 
present in American life and charac~er, The 
chief of these deficiencies are: 
Firat, misunderstanding of the nature of 
democra.cy 
Second, ignorance of social realities 
Third, lethargy and indifference regard-
ing the general welfare 
Fourth, devotion to individual success 
Fifth, susceptibility to demogogy 
Sixth, absence of common loyalties 
Seventh, weakness of -democratic loyalties 
Eighth, undemocratic practic~s and dis-
positions inherited from the past." 
Berry!/ deplores the failure of the schools to edu-
cate for democracy. He explains: 
"Unfortunately we have not had a contin-
uous program of education for democracy based 
upon clearly defined ideals. We have been too 
.content to take democracy for granted and 
apparently to assume that all men are born not 
only with certain unalienable rights but also 
with an understanding of democracy. But the 
democratic way of life is not biologically 
transmitted. It must be learned anew by ea.ch 
generation. If eternal vigilance is the price 
for liberty, continuous reinterpretation and · 
education are the price of successful func-
tioning of the democratic process." 
The failure of teachers.-- Writers of educational 
literature seem to agree that teachers have .failed to 
inculcate a living spirit of democracy and skill in the 
democratic processes in their pupils. These writers 
have advanced several explanations for this alleged 
failure. 
First, teachers have not recognized their 
1/ John R. Berry, Current Conceptions of Democracy, 
Teachers College, · Columbia University, Bureau of Publica-
tions, New York, 1943 p. 9. 
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resprinsibility ror teaching democracy, regardless of the 
subject matter of their courses. All too often the teacher 
has considered subject matter the primary objective to be 
I 
attained. BillettY verifies the foregoing when he says: 
"A generation ago rites dedicated to the 
quondam fetish, traditional subject matter, . 
virtually monopolized the time and energy of 
secondary-~chool teachers and pupils, and even 
today, particularly in the senior-high-school 
grades, subject matter usually receives a type 
of emphasis entirely unjustified by the modern 
concept of what secondary education should be. 
Far too many teachers still regard secondary 
education as the acquisition (it hardly matters 
how) of a definite, often traditional body of 
logically organized subject matter." 
Almost without exception, writers of educational lit-
erature declare that training for democracy must be an 
integral p'art of the total process of education, that it 
cannot be isolated or limited to special classes or 
courses and hope to make i .ts maximum contribution to 
the development of alert citizens. They believe that 
every subject whose content deserves a place in our 
school will also be found to have a worthy place in edu-
eating for democracy. They point out that although one 
subject may be found to lend itself more readily to the 
emphasizing of some particular phase of democratic train-
ing, every subject presents opportunities for calling 
attention to or exercising some democratic skill, atti-· 
tude, ideal, or appreciation. 
1/ Billett, op. cit., p. 153. 
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One section of a study made by Archibald!/ bears out 
the conclusion that teachers do not see their responsi-
bility for teaching democracy. In this study the replies 
of 119 schools, 93 in Massachusetts and 26 in other sta t es, 
were received in answer to this question: "About what 
portion of your teachers are citizenship ~onscious and 
regard it their duty to assist in the teaching of citizen-
ship?" The results indicated that not mor e than 34 per 
cent of all the schools surveyed could show that all 
teac~ers realized their obligation to teach citizenship. 
In Massachusetts only 6 per cent of the high schools 
studied possessed teaching staffs one-fourth of whom 
were 11 citizenship-minded11 • Less than one-half of the 
86 school administrs.tors surveyed felt that one-half or 
less of their faculty members saw their responsibility 
for teaching democracy. 
M~honeyV makes his stand on the obligation of 
teachers in American public. schools very c.lear. He says, 
"The point to be emphasized is that the teachers of Ameri-
ca- all teachers of all subjects- are committed to . the 
task of educating for democracy." 
y Herbert H. Archibald, Citizenship Training in High 
Schools, Unpublished Master's Thesis, Boston University, 
School of Education, 1936, p. 25-26. 
g/ Mahoney, op. cit., p. 44. 
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In 1938 the Educational Policies Commission¥ of the 
National Education Association made this statement: 
"If schools are to help in defense of t~ 
democratic ideal, their purposes must be defined 
in terms of that ideal, and their activities 
must be resolutely directed toward it. Those 
who administer and teach in the schools must 
regard the study of democracl as their first 
professional responsibility.' · 
A second explanation for the failure of teachers to 
inculcate .a spirit of democracy is the alleged lack of. 
this spirit on the part of teachers themselves. CurtisY 
says, 11 Schools will never innoculate a living spirit of 
democracy in their pupils until it has been developed in 
the hearts and minds of their teachers." 
A teacher's own classroom experience is very often 
f 
reflected in his teaching. In all probability the 
school life of the average teacher had an autocratic 
setting. His activities were very largely prescribed 
and dictated by adults. The only skill he practiced was 
unquestioning obedience to his school superiors• Now 
that he is teaching, he automatically fosters the same 
type of pupil-teacher relationships. 
The Department of Supervisors and Directors of 
1/ Educational Poli~ies Commission, National Education 
Association and the American Association of School Admin-
istrators, The Purposes of Education in American Democracy, 
Washington, D. c.,. 1938, P• 16. 
gj E. L. B. Curtis, "Democracy in Educat:l,on11 , School and 
society, (March 26, 1932) 35:431. 
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Instruction!/ of the National Education Association 
agrees that this is an important reason for the failure 
of our teachers to engender a spirit of democracy in 
their pupils. 
nMost persons give lip service only to 
the democratic ideal. In spite of the great 
advances made by educators in studying the 
individual needs of children, and in adapting 
educational methods to suit these needs, teach-
ing and school administration are in the main 
autocratic. Perhaps an important reason for 
this state of affairs is that few teachers, 
principals, supervisors, and superintendents 
hav·e themselves been democratically educated." 
Tippet~ indict-~ the schools for their autocratic 
methods in this statement: 
"Too often schools and teachers have given 
pupils no experience with democratic principles 
in action. The teacher has exercised the 'div-
ine right' to rule. The school has dictated to 
pupils instead of permitting them to learn 
democracy by participating in activities which 
would show how democratic principles work •••• 
Democracy can never be effective unless the 
agencies charged with advancing its cause are 
themselves examples of democracy." 
Curti~ lists several reasons why "the average 
teacher is incapable of and unint;erested in democracy". 
His reasons are given below. 
1. The schools themselves are not democratically 
1/ Department of Supervisors and Directors of Instruction, 
National Education Association, Cooperation, Principles and 
Practices, Washington, D. c., Eleventh Yearbook, 1938, p. 117. 
gj James s. Tippett, Schools for A Growing Democracy, Ginn 
and Company, Boston, 1936, P• 4. 
~ E. L. B. Curtis, loc. cit. 
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set up since all or most of the authority to make deci-
sions regarding the details of teaching are vested in the 
superintendent, the board of education, the principal, 
and the supervisor. 
2. Teachers rarely have self-governing organizations 
of their own since most teachers' associations are domi-
nated by the administrative officers of the school. 
3. Teachers are discouraged from participatin~ in 
any part of minicipal political life. Any attempt to 
take a conscientious part in political affairs is regarded 
with suspicion by school officers. 
The third explanation offered for the failure of 
teachers to teach democracy is the lack of "know how" 
among teachers which has resulted in a crying need for 
descriptions of procedures in democratic education. The 
present writer found that teachers are at a loss when 
asked to describe practices which they have found to be 
of value in developing democratic ideals. A score of 
teacher.s interviewed informally by the writer to obtain 
examples of educational conditions or procedures in demo-
cratic education responded in one of the three following 
ways: (1) frankly stated that they were unable to help; 
(2) took refuge in generalities; or (3) attempted to 
answer in terms of the content of their courses. A great 
deal of the literature in the field of education for 
13 
democracy attacks the problem in terms of generalities 
or content. 
PleweY expresses the feeling of many teachers when 
she says, 
''When I pick up a professional magazine I 
don't like to find articles that tell me what 
to teach. I'd rather know how. Take this 
democracy in the classroom' business, for in-
stance. Many ail ver-tongued convention speakers 
have eloquently told the massed classroom teacher 
that she must bring democracy into her daily 
lessonsl And the listening teacher, having been 
told, walks away wondering, how?" 
It must be admitted, however, that it is extremely 
difficult to divorce content from method completely. 
Oftentimes, a.n attempt to describe method in relation to 
the teaching of democratic values results in a meaning-
less generality; meaningless, that is, to the reader 
attempting to discover how he or she may make classroom 
teaching contribute to training in and for democracy. 
This has been the greatest problem of the present writer 
in the concluding phases of his study. 
Evidence of the fact that there is a need for des-
I 
criptive literature of the type herein attempted is to 
be found in a summary of the findings of eight regional 
conferences conducted by the United States Office of 
EducatiorY in June of 1948 with state school officers 
y Lucille Blahnik Plewe, "Teaching the Spirit of 
Democ~acy", The Clearing House, (January, 1945) 19:285. 
Y The Editor, "Zeal for American Democracy Across the 
Nation", School Life, (December, 1948) 31:15. 
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on the "Zeal for American Democracy" program. In the 
report this statement appears: "Descriptions and evalua-
tions of good school practices in democracy education are 
needed •••• there is an intensive need for 'how to do it' 
literature for teachers." 
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CHAPTER II 
THE PURPOSES OF EDUCATION IN A DEMOCRACY 
Implications of Democracy for Education 
James s. Tippett.!/.-- In a volume devoted to a 
detailed description of a plan of education developed in 
the Parker School District, Greenville, South Carolina, 
the author presents some points which have very definite 
implications for education in a democracy. 
On the subject of the purposes of public schools, 
the author saysY: 
"The government of the United States of 
America has been affirmed by high authority to 
be 'of the people, by the people, and for the 
people'. The servants of this state, among 
whom the teachers in the public schools are of 
special importance, 'should support that prin-
ciple. Public schools were established in 
order that all citizens should be made active 
and enlightened participants in that heritage. 
Schools for all the people are publicly sup-
ported for no other purpose. If they fail to 
realize that high end, they are unworthy of a 
democracy and must eventually lend themselves 
to propaganda for other forms of government. 
Teachers must realize that they are servants 
of society and that what they do or fail to do 
will be reflected in the actions of future 
citizens. It is of paramount importance, 
then, that they make sure that they understand 
just what a government 'of the people, by the 
people, and for the people' expects them to do." 
y Tippett, op. cit., 3:3S.p • . 
§/ Ibid., P• 4. 
-16-
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Of particular interest to this study are the demands 
of a democratic state and their implications for educa-
tion. These, according to Tippett, are as follows.: 
y 
y 
"A democratic state demands co-operation 
among all its members. This means working 
together to accomplish well-defined purposes. 
If schools are to . have any part in helping to 
realize to ita fullest this demand of democracy, 
they must provide their pupils with many fond 
varied opportunities to work together."~ 
11 A democratic state demands leaders and 
followers. This means that experts must be 
called upon to give their best in helping to 
formulate and to carry out purposes, and that 
all the people must recognize leadership and 
be willing to fol l ow it as long as it can make 
clear that it seeks the common good. No demo-
cratic state can exist without expert leaders 
and enlightened followers. The schools should 
not shirk the responsibility for giving train-
ing in how to lead and how to follow. They 
must provide many and varied opportunities for 
all their pupils to exercise whatever latent 
power for leadership they may have •••• It is 
even more plain and necessary a task for the 
schools to give training in how to be a 
follower, since all of their pupilg 1will at 
one time or another be followers."~ 
"A democratic state demands that its 
citizens be trained to accept responsibility 
and to proceed as far as possible in success-
fully carrying out their responsibilities. 
The most fatal weakness in a democracy is the 
tendency of its members to let the other 
fellow do it. An aroused d~mocracy would de-
mand of those whom it has trained that they 
see responsibilities and help in shouldering 
them. In this field of training the schools 
can perform invaluable service •••• The 
schools must be workshops in which the pupils 
Ibid., P• 6. 
Ibid., P• 6-7. 
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act democratically. They must furnish numerous 
kinds of opportunities for responsible tasks, 
not merely those of learning lessons from books. 
They must be replicas of a qynamic democratic 
society. Their teachers must know how to set 
up meaningful responsibilities, how to help ·. · 
pupils to recognize them and to evaluate their 
capacities for carrying them out11and how to stimulate lagging indifference.".:!:! 
"A democratic state demands initiative and 
independence of thought from its members. This 
means that a democracy is not static; that it 
expects to grow continuously •••• Independence 
of thought comes from thinking independently; 
initiative, from countless opportunities to 
initiate. The schools again find a place for 
yeoman service in wise guidance of thought, in 
creating situations in which thought - open-
minded and far-reaching - will take form, and 
in encouragin§ 1originality in putting thought into action."~ . · 
"A democratic state demands that all its 
members be given the best training possible 
for drawing to the surface every capacity for 
service both to self and to society. This 
means simply that every individual in a demo-
cratic state be helped to develop as far as 
possible, provided that development is con-
sistent with the ideals of the state. The 
school is ~qe place to make this development 
possible."Y 
"These are primary demands. They should 
be met. It is the business of schoola to give 
practice in them and to make clear what they 
are and how they work in a democracy. Univer-
sality of education has been established for 
that purpose •. ~e challenge to schools is 
unmistakable."!/ 
Ibid., P• 7-8. 
Ibid., P• 8-9. 
Ibid., P• 9. 
Ibid., p. 9. 
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Comment.-- Although the greater part of this book 
is given over to a presentation of the activities pro-
gram in the elementary school, it does contain many 
detailed descriptions of interesting and useful pupil 
activities at both the elementary and secondary levels. 
The interested reader would do well to investigate this 
' 
book further. The quoted material above has given us a 
leaping start on the problem of teaching for democracy. 
From it we have gained a list of specific objectives of 
democratic education and some of their implications. We 
can list cooperation, leadership and followership, res-
ponsibility, initiative, independenc·e of thought, and 
the optimum development of the individual as objectives. 
Educational policies ConnnissionY.-- In this book, 
which is a statement of the purposes of education in 
the United States and which contains descriptions of 
some of the things that the commission thinks need to be 
done if these purposes are to be realized, only those 
aspects which seem to have implications for teaching 
methods will receive consideration. 
"Education Is the. Ultimate Guarantee of 
Civil Liberty.g( · · · 
uApplied ~~ education, this great doctrine 
1/ Educational Policies Commission, National Education 
Association and the American Association of School Admin-
. istratora, The Purposes of Education in American Democracy, 
Washington, D. c., 1938, 1!57' .p • . 
'9' Ibid. , p. 22 • 
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reminds us of the dangers of mass instruction, 
dangers which are all the more deadly because of 
the superficial efficiency of factory methods as 
applied to schools. A truly democratic school 
system strives above all else to recognize indiv-
idual differences and provide for the development 
of desirable traits." 
"Men Are Also Endowed with Important Differences."Y 
AlthoUgh one of the ideals expressed in the Declara-
tion of Independence was that "all men are created equal", 
Thomas Jefferson meant equal in the ethical and legal 
sense. In so far as its implications for education are 
concerned, the committee says:g/ 
"This ideal does not, however, require iden-
tity of educational programs but rather equalitY 
of educational opportunity. The two are not neces-
sarily the same. Attempts to provide identical 
programs are, in fact, doomed to failure by the 
very existence of individual differences. Democ-
i'acy :. does not require that every child comprehend 
some abstract theory which delights the minds of 
certain gifted pupils. That would be identity 
of program but not equality of opportunity. 
Democratic school systems, seeking the latter., 
will provide for every child an opportunity which 
that particular child can really accept, an op-
portunity. not inferior in its own kind to that 
given to others. Democracy does not make one 
man "as good as another11 ; it merely seeks tore-
move all artificial barriers and to assist every 
man to amount to as much as his ability, charac-
ter., and indus try permit. tt 
!The Spirit o~ Education Outweighs the Forms of 
Schooling. 11i?/ 
" •••• There can be no lasting contribution 
to peace, reason, and order from a school in which 
1/ Op. cit. P• 25. 
g/ Loc. cit. 
~ Ibid., P• 31-2. 
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the discipline is based on autocracy; from a 
school in which the mainspring of effort is 
rivalry; from a school in which the chief purpose 
is personal advancement; from a school where the 
very atmosphere is heavy with intolerance, fear, 
and suspicion; from a school that ignores and 
overwhelms the living individual personality of 
each child. 
11 Only from a .school which is served by a 
socially informed and socially effective teach-
ing personnel; from a school with a broad, 
humane, and flexible curriculum; from a school 
saturated with the educational philosophy which 
commands_ respect for the personality of each · 
child that it touches; only from methods of in-
struction which not only teach but which actually 
ar·e democracy and cooperation, will the appeal 
~reason be heard and heeded." 
"Initiative Is Necessary in the Pursuit of Happiness."!/ 
11 
•••• Initiative can be developed in the 
same way in which other learning takes place; 
that is, by confronting the learner with as 
many kinds of situations as possible that call 
for the exercise of initiative under the gui-
dance of an expert teacher. It is the same 
pattern that is followed ·in teaching a person 
• to read a foreign language, or to walk, or to 
swim, or to do problems in mathematics. Day 
in and day out, year in and year out, the 
growing child is surrounded by an environment 
that presents real problems for solution. The 
problems raised by that part of the environment 
which comprises the school should be closely 
related to life as it is lived at each age-
level and as it will be lived in the future. 
The .learner is asked to help select the objec-
tives of his study in order that the learning 
may mean more to him and be more directly re-
lated to his interests. Those problems are so 
chosen that he will want to solve them, will 
be challenged to put forth his best effort to 
do so, and will understand the practical im-
plications of the solutions when found. Of 
course ', the probl'ems are simple and concrete 
in the early years of life and expand in com-
1/ Ibid., P• 31-2. 
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plexity as the activities of the learner become 
.more complicated and abstract. 
"The educational method of the past was 
expressed largely in sentences of the declara-
tive and imperative type. We told and we com-
·manded. Today, the interrogative and exclama-
tory sentences have been added to the process. 
We question and we stimulate. The learner is 
confronted by a situation that requires a 
solution; under some circumstances he may be 
told the an.swer, but usually he is required to 
find it for himself. He is asked questions 
such as: 'What do you suggest?' 1Vrhat will 
you do about it?' ' VVhat do you think is the 
way out?' 'Where and how do you think the prob-
lem should be attacked?' He begins to think, 
to act, to study, or, in other words, to use 
his initiative to start out on his search for 
happiness.tt 
"The Educated Person Can Work and Play with Others •111/ 
"Democracy is a highly cooperative under-
taking . It can become more effective if child-
ren learn to cooperate in school. The 
traditional methods of teaching, however, stress 
competition rather than cooperation. Marks of 
distinction and honors of all kinds have peen 
showered on the pupil who surpasses his fellows. 
Ideally, our schools should give prizes nqt to 
the one who wins more credit _for himself, but 
to the one who cooperates most effectively with 
others. We pin the badge of failure on the 
child who is defeated in a competition rather 
than on the child who has not learned to cooper-
ate. This not only makes the social life of 
the competing children unhappy and unfruitful 
while they are young, but it destroys those 
impUlses toward friendly cooperative effort 
which might have made their lives as adults 
happier and more wholesome. 
11 As a practical matter, the substitution 
of cooperation for competition as the chief 
motivating force of education must be accom-
plished gradually. In many ·schools, where the 
children have known no· other guide to learning 
but competition, other motivations will have 
to be introduced slowly and tactfully. 
1/ Ibid., P• 77-8. 
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·Democratic cooperation in the classroom, and 
outside of it, is only possible when the group 
works toward some common goal. Each individual 
shares the opportunities of leading and follow-
ing; each carries a part of the responsibility; 
each shares in the total product. Children 
should learn through experience, as directly 
as possible and at an early stage of their 
lives, that the combined efforts of a coopera-
tive group can often solve problems that the 
ablest individual in the group cannot meet 
unaided." 
Comment.-- With regard to "Men are also endowed 
with important differences:" although at first glance 
this quotation seems to have implications only for the 
program of studies in th~ secondary-school, it actually 
has, in the opinion of the present writer, very definite 
implications concerning the method of teaching . It 
seems to point out the need for the recognizing of every 
child as an individual and a corresponding attention to 
his interests and needs to insure his optimum growth in 
every classroom. It follows that some attention must 
be given to the individualization of instructional pro-
cedures in any method which will meet the requirements 
of democratic education. Here aga i n we find lis'tied 
cooperation, rather than competition, optimum develop-
ment of the individual, and initiative as objectives 
of education. 
Jesse H. Newlon!/.-- In the chapter of his book 
Y Jesse H. Newlon, uEducation for Democracy in Olir Time", 
Chapter V in Education for Democracy in Our Time, McGraw-
Hill Book Company, Inc., New York, 1939, P• 81-103. 
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devoted to a presentation of his views on what education 
for democracy in our time would be, Newlon underscores 
the necessity of all Americans understanding the meaning 
of democracy. He says:~ 
"The first responsibility of organized 
education is .to enable all Americans to under-
stand the meaning of democracy, both in its 
historical development and in its social bear-
ings and implications for the world of today. 
The American people need to gain effective 
understanding of the intellectual bases of 
democracy and of the crisis in thought aris-
ing from the conflict between two great value 
systems in the contemporary world. Education 
for democracy invDlves understanding of the 
great social trends and problems of our time." 
On the subject of method in education the author says:g/ 
"Education for democracy, then, implies 
democracy in education. Only a school that 
itself practices democracy in all its opera-
tions can teach democracy. Means must be 
appropriate to the ends to be achieved. These 
principles hold with respect to the control 
and administration of the school and to methods 
of teaching. 
nMethod in education rests on two founda-
tions, on the biological nature of the indivi-
dual and on cultur·al or social purposes. 
Obviously, the educator in a democracy should 
determine his method in the light of all that 
biological and psychological research has re-
vealed with reference to the nature of human 
nature, bearing in mind always that human 
nature is a function both of the biological 
organism and of the culture in Which the in-
dividual lives, of the interaction between · 
the organism and its physical and cultural 
y Ibid., P• 95. 
gj Ibid., P• 98-100. 
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environment. All that modern psychology has 
taught us about the individual must be utilized 
in the process of education for democracy. 
Economy and effectiveness of learning are of 
the utmost importance. And this scientific 
knowledge and its attendant teachniques and 
skills must be employed for, and not against, 
democracy. For we have seen that the process 
of conditioning, for example, about which the 
psychologists have taught us so much, is the 
process of teaching loyalty to authoritarian 
regimes. Every technique that modern clinical 
psychology has developed, every insight that 
the various schools of psychology - behavior-
istic, Gestalt, Freudian, and others - have 
given us must be employed in democracy's school, 
subject to the purposes of democracy. 
"But it is primarily from the purposes of 
society that the methods of its education must 
be derived. Democracy is the only social and 
political system that can utilize to the full 
the experimental nature of all learning and 
education. It will place a premium always on 
experience, critically evaluated, on self-
directed activity on the part of the learner. 
Since independent thinking and cooperative 
effort are essentials of a democracy, these 
will be emphasized in its methods of education 
and the schoo·l , must provide for these experiences. 
The methods and techniques of research will be 
taught. Libraries and laboratories are prime 
essentials. The community itself will always be 
an educational laboratory. Activity, intel-
lectual and social, on the part of the learner, 
participation in social processes ·within both / 
the school and community are essential. The 
problems of society ~11 not be shunned but 
will become objects of study, for thinking really 
occurs only when the individual is confronted by 
a problem to be solved." ' 
Comment.-• Although the treatment of the subject of 
method is quite general, here we have found repeated some 
of the objectives listed by previous authors. Newlon has 
added understanding of democracy, experience, self-directed 
25 
e.ctiv~ty, methods and techniques of research, and 
problemsolving to our list of objectives. 
Boyd H. Bode!/. __ 
"It is agreed on all hands that education 
is more than just a matter of learning facts 
and skills. The public interest is poorly ser-
ved if attitudes and appreciations do not -re-
ceive at least equal consider,ation. The things 
that are learned must translate themselves into 
terms of emoti on and conduct if they are to be 
significant. Social theory must become a part 
of the bone and tissue of everyday +ife if it 
is to become more than an academic show piece. 
In other words education must make provision 
for the application of social theory to conduct 
if it is to escape from futility and frustra-
tion. Teaching democracy in the abstract is 
on a par with teaching swimming by correspon-
dence. 
11 This, however, raises a difficulty. I f 
we grant that the present social order is still 
dominated extensively by the aristocratic tra-
dition, 'it follows the. t the pupils in our 
schools, by the mere fact of living in this 
social order,· are being nurtured in attitudes 
and habits that are incompatible with a gen-
uinely democratic philosophy. The influences 
by which pupils are surrounded in their out-
of-school life and which relate to their be-
liefs and standards of value are all but over-
powering. How., as a matter of sober fact, can 
the schools hope to combat an enemy of this 
kind?" 
Further on, the author answers his own questiangj: 
11 Perhaps there is no completely satisfac-
tory answer to this question, but we must do 
the best we can •••• If (the philosophy of the 
school is a philosophy of democracy) the school 
y Boyd H. Bode, Democracy as a Way of Life, The MacMillan 
Company, New York, 1939, p. 75-6. 
gj Ibid., P• 77. 
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must undertake to exemplify, in its organization 
and procedures, its conception of democratic 
living. This is necessary, not merely to pro-
mote a better intellectual understanding of 
democracy, but to create the .conditions for 
transforming democratic precepts into estab-
lished habits of feeling and willing. In brief, 
the school must be a place ~here pupils go, not 
merely to learn, but to carry on ~ way of ~ife." 
From the foregoing, the author concludea!/: 
"The school, therefore, is clearly under 
the obligation to show that democracy is a way 
of life which breaks sharply with the past. It 
must not merely practice democracy but must 
develop the doctrine so as to make it service-
able as an intellectual basis for the organiza-
tion of life. To achieve this end it must 
utilize the concept ·of democracy so as to secure 
continuity of program, which up to the present 
has been so conspicuously lacking in the pro-
gressive movement. The idea of democracy, con-
sequently, cannot be disposed of by dealing with 
it in a separate course and at some fixed point · 
in the curriculum. Just as the reconstruction 
of patterns or outlook is a constant concern 
throughout the school program, so the meaning of 
democracy as a way of life must be developed 
progressively and interwoven with everything 
else, but without sacrifice of clarity. The 
school is, par excellence, the institution to 
which a democratic society is entitled to look 
for clarification of the meaning of democracy. 
In other words, the school is peculiarly the 
institution in which democracy becomes conscious 
of itself." 
Comment.-- Here we have ·emphasized the great need 
for the translation of facts and skills into ~erms of 
emotion and conduct. Bode has given clear statement to 
that which many other writers have intimated: the school 
must be democratically 'organized, administered, and 
. . 
taught; it must give children practice in living 
!/Bode, op. cit., p. , 94-5. 
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democratically if it is to .fulfill its function, its 
obligation to its pupils, and to society. 
Educational Policies Commission!/:-- What is the 
democratic spirit and how may ita presence be recognized? 
The following statements have been listed by the Commis-
sion under the heading of "Hallmarks of Democratic 
Education"Y: 
"1. Democratic education has as its central 
purpose the welfare of all the people. 
2. Democratic education serves each indi-
vidual with justice, seeking to provide 
equal educational opportunity for all, re-
gardless of intelligence, race, religion, 
social status, economic condition, or 
vocational plans. 
3. Democratic education respects the basic 
civil liberties in practice and clarifies 
their meaning through study. 
4. Democratic e.ducation is concerned for 
the maintenance of those economic, politi-
cal, and social conditions which are 
necessary for the enjoyment of .. liberty. 
5. Democratic education guarantees to all 
the members of its community the right to 
share in determining the purposes and 
policies of education. 
6. Democratic education uses democratic 
methods, in classroom, administration, and 
student activities. 
7. Democratic education makes efficient 
use of personnel, teaching respect for 
competence in positions of responsibility. 
8. Democratic education teaches through 
experience that every privilege entails a 
corresponding duty, every authority a 
responsibility, every responsibility an 
accounting to the group which granted the 
privilege or authority. 
1/ Educational Policies Commission, National Education 
Association and the American Association of School Adminis-
trators, Learning the Ways of Democracy, Washington, D. c., 
1940, 4S6. p·. 
g/ Ibid., P• 35-9. 
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9. Democratic education demostrates that 
far-reaching changes, of both policies and 
procedures, qan be carried out in orderly 
and peaceful fashion, when the qecisions -
to make the changes have been reached by 
democratic means. 
10. Democratic education liberates and uses 
the intelligence of all. 
11. Democratic education equips citizens 
with the materials of knowledge needed for 
democratic efficiency. 
12. Democratic education promotes loyalty 
to democracy by stressing positive under-
standing and appreciation and by summoning 
youth to service in a great cause." 
Comment.-- Later in this paper more extensive refer-
ence will be made to this book; therefore, comment will 
be reserved until that time. 
John J. Mahoney1/. __ In one chapter of his book the 
author presents what he calls a "skeleton outline" of a 
plan for civic education. He lists civic objectives and 
suggests things to do to accomplish these objectives. 
n OBJECTIVE NUMBER I: An adequate understanding 
of and whole-hearted alle iance to the demo-
cratic way of 
The writer suggests that this objective be attained 
by having the elementary-school social studies teacher 
develop appreciation of and loyalty to the democratic 
ideal by appealing to the emotions. In the secondary-
school the task of the social studies teacher is to 
y John J. Mahoney, "Suggested School Practices", Chapter 
XIV in For Us the Living, Harper and Brothers, New York, 
1945, P• 276-329. 
g/ Ibid., P• 276 • 
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clarify the · meaning of democracy by working out a clear-
cut definition of democracy and by taking advantage of 
every opportunity to "squeeze" an understanding of democ-
racy from the study of American history. His final 
recommendation is of particular interest. Only those 
classroom procedures which are in line with the implica-
tiona of education for democracy should be used. The 
author explains in the following words:!/ 
11 The teacher who performs in the good old-
fashioned manner certainly misses a chanqe to 
develop a certain behavior tendency that is 
needed for better living together in a demo-
cratic society. He assigns lessons, hears 
recitations, tests results, and passes out 
grades. In his classroom children may learn 
a lot of subject matter. But they learn 
something else as well. When the business 
of teaching is thus envisaged, the incentive 
is for individuals to compete, one against 
the other, for individual scholastic distinc-
tion. The spirit of competition is fostered, 
the spirit of co-operation for group better-
ment is played down. And the pupil learns 
'!that the thing to do is to look out for him-
self, and let others do likewise. This 
behavior tendency, probably unconsciously 
learned, will go far to make for individual 
success in a society in which the philosophy 
of individualism is accepted as a guide to 
human action. It does not constitute the 
best preparation for living together in the 
democratic way. 
11 Now consider the method of instruction 
(teaching at the level of pupil purpose) sug-
gested by the description of teacher B •••• 
That method encourages co-operative action 
for the common good. When teachers teach in 
that fashion the spirit of wholesome competi-
tion is not eliminated; nor are the interests 
1/ Ibid., P• 283-4. 
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of the individual sacrificed. What we find i s 
a schoolroom in which the individual talents 
of the pupil, discovered and developed, are . 
utilized to help other students not so talented. 
In this kind of schoolroom the business of 
learning becomes a co-operative experience with 
everybody helping everybody else to lift the 
level of class achievement. Periodically, of 
course, the teacher gives her tests. And pupils 
are rated for individual proficiency in this or 
that subject. But between tests, student helps 
student to learn. There is thus developed, · 
through this factor of method, the spirit and 
habit of sharing. In this kind of classroom 
the student learns history, and geography, and 
algebra. He also learns, probably unconscious-
ly, that he is indeed his brother's keeper. 
Learning that, he is better prepared for living 
together, in school and in society, in the 
democratic way." 
"OBJECTIVE NUMBER II: An appreciation of the 
rights, privileges, and protections which 
political democracy insures."Y 
The author tells us that this objective may be 
realized by encouraging pupils to mee~ obligations to 
the school and community by means of various plans of 
pupil participation. He lists such activities as taking 
charge of study halls; care of buildings and grounds; 
the operation of school stores; the management of school 
cafeterias; taking charge of motion picture equipment; 
serving in libraries; working on school health and safety 
projects; taking responsibility for social life, ushering 
and hospitality; voting and running for office; and con-
ducting political campaigns. The author cautions us that 
1/ Ibid., P• 287. 
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no activity will be effective unless it is made as much 
like the "real life" situation as possible and unless 
responsibility is shared. Maximum pupil participation 
should be secured and proof should be furnished that the 
school regards the manner in which responsibilities are 
handled as important. 
"OBJECTl~ NUMBER III: A keen interest in 
things political."Y 
The author suggests that teachers develop in pupils 
the habit of reading newspapers, magazines, and books 
dealing with current political happenings. Encourage 
attendance at political discussions and listening to ra-
dio coverage of public meetings and forums. Pupils 
should be acquainted with those governmental plans and 
devices which result in increasing the influence of the 
individual voter (for example, proportional representa-
tion, initiative, referendum, and recall.) 
"OBJECTIVE NUMBER IV: The application of more 
intelligenQe in the conduct of political 
affairs."Y' 
The author tells us to (1) think more sharply about 
the meaning of intelligence; (2) eliminate prejudices 
which find expression in political behavior; and (3) spend 
more time in the social studies on teaching materials 
1/ Ibid., P• 291. 
gj Ibid., P• 301. 
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dealing with democracy's problems. 
"OB,JECTIVE NUMBER V: Better political leadership.n1/ 
We should underscore the qualities which the politi-
cal leader should possess to be considered superior. 
This may be made more meaningful by encouraging pupils 
to select superior leaders for school offices. We should 
also make use of all the reading materials and visual 
aids at our disposal to cause pupils to appreciate those 
public officials who can be regarded as superior. 
"OBJECTIVE N~E;R VI: A citizenry that is more 
law-abiding."-q 
We must inspire pupils to want to help change those 
conditions in our society which encourage lawlessness. 
We must also make the school more attractive to those 
who are most likely to go wrong. 
"OBJECTIVE NUMBER VII: Intergroup understanding, 
respect, and g6od will."Y 
We must guard against the antisocial effect of cer-
tain teachings that have found a place in the public 
school program. The author uses the example of the char-
acter of Shylock, the Jew, in The Merchant of Venice and 
points out that we must provide balance if we use such 
materials. In this particular case the author recommends 
y Ibid., P• 306. 
y Ibid., P• 311. 
y Ibid., P• 325. 
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Samuel w. McCall's The Patriotism of the American Jew. 
We must develop in pupils the habit of thinking in an un-
prejudiced way about people, problems, and issues. 
"OBJECTIVE NUMBER VIII: _gconomic democracy -
needed understandings."! 
The author suggests that we point out the differences 
between economic democracy and either economic individual-
ism or communism. He also instructs us to develop those 
11 politico-economic" understandings which are needed to 
make an economic democracy work and grow. 
11 OBJECTIVE NUMBER IX: Economic democracy -
needed attitudes."Y 
We must use every means at out disposal to develop 
democratic attitudes such as cooperation, the disposition 
to share, thinking in terms .of the corrunon good, and apply-
ing t h e "golden rulen in all economic relationships. Some 
of the means we may use are methods which encourage shar-
ing and cooperation; encouraging an attitude of "hero 
respect" for those who lived and worked for others; and 
pointing out examples of people who became successful by 
conducting their businesses in a democratic manner • 
. "OBJECTIVE NUMBER X: A translation of the teach-
ings of religion into civic behavior."£/ 
1/ Ibid., P• 322. 
gj Ibid., P• 325. 
~ Ibid., P• 327. 
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The author recommends that we provide for religious 
instruction by church authority on "released time". He 
also proposes that we take advantage of every opportuni-
ty to "squeeze" religious values from the subjects of the 
curriculum. 
Comment.-- Thi.s is a very interesting and helpful 
statement of the objectives of civic education. Every 
teacher who is interested in the problem of educating for 
democracy (and certainly every te.acher should be) will do 
well to read this whole volume. It provides an excellent 
background for intelligent thinking about the whole prob-
lem. Although the section reported above (dealing with 
the outline of a plan for civic education) seems to be 
directed mainly at the social studies teacher and ·stresses 
content rather than method, there are enough references 
to method either implied or stated in the form of exam-
ples, to warrant a thorough study of the complete book. 
Richard M. Smith and OthersY.-- The first chapter of 
the Min~esota Curriculum Bulletin is d~voted to a presen-
tation of a philosophy of education, parts of which will 
be quoted here. Especially those passages which have 
definite implications for teaching methods will be 
y Richard M. Smith, Glaydon D. Robbins, Ray M. Stensvad, 
and Walter A. Andrews, · "A Philosophy of Education", Chap-
ter I in A Guide for Better Instruction in Minnesota 
Schools, Department of Education, State of Minnesota, 
St. Paul, 1946, P• 17-36. 
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reported since in all probability the bulletin will not 
be available for the reader's perusal. ·A philosophy is 
presented under the heading of six issues:!/ 
"Issue One: Should the welfare of society of 
the welfare of the indiv~dual pupil be the 
dominant aim in education or should it be both?" 
"I believe that the welfare of society is 
coequal with the welfare of the individual as 
a dominant; aim in educe. tion. Up to the present 
time the stress has been on the development of 
t he individual. The welfare of society deser-
ves equal emphasis, for the individual and his 
relation to the group are inseparable. Now as 
never before, democracy must be not only under-
stood and accepted but practiced by pupils. It 
is true that the individual should be developed 
to his fullest capacity, not only for his own 
self-realization but also for his ability to 
serve society better. His worth might well 
be measured by the degree to which he brings 
the greatest sum of satisfactions to the most 
'people. 
BECAUSE I BELIEVE THIS: 
1. I would teach ro that the group interests 
in my classroom would receive equal emphasis with 
special individual interest •••• While develop-
ing the individual interests and capacities of each 
pupil, I would be ever mindful of developing his 
social competency in the group. Should a con-
flict ever arise between individual interest and 
group welfare, group welfare should receive equal 
if not first consideration. 
2~ I would stress in the classroom group-
planning situations where the pupils would share 
with one another and with me in selecting and 
appreciating experiences through units of work 
set up for learning situations. All learning 
would aim to promote pupil development through 
participation in thinking, doing, and evaluating. 
To be sure, skills and facts would b.e taught, 
1/ Ibid., P• 22-32. 
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but primarily as they serve the chil~ •••• 
3. I would evaluate my effectiveness as a 
teacher to the extent that my pupils partici-
pate . as a group and share with one another in a 
cooperative manner in the solution of any prob-
lem •••• 
Issue Two: Since the supreme objective in 
education is to develop the individual and 
society through the democratic process 1. what 
should be the function of the school to 
serve best a democratic society? 
I believe that the functions of the school 
in this respect consist of a seven-point pro-
gram to develop pupils in the understanding of 
democracy by: 
1. Living democratically at school through 
direct practices. 
2. Extending civic activities into the 
community• 
3. Moving outward from the community to 
state, national, and international 
situations. 
4. Building knowledge as a tool of civic 
competence. 
5. Developing competence in the study of 
public problems. 
6. Developing competence in political action. 
7. Fostering loyalty to the principles and 
ideals . of American democracy. 
BECAUSE I BELIEVE THIS: 
1. I would, to achieve this program, first of 
all organize and plan with my pupils concrete 
learning experiences or activities which would 
stress pupil participation, discussion, and in-
vestigation •••• All cannot be leaders and so I 
would point out that good followership is just 
as essential as good leadership. My aim would 
be to teach the me~ing of democracy and the 
methods of democratic aetion through direct 
practice in the classroom. 
2. I would extend the civic activities of the 
pupils into the life of the community •••• 
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3. After my pupils have an understanding of 
their community through a variety of exper-
iences, I would guide them in connecting those 
experiences with state, national, and inter-
national problems •••• 
4. To build knowledge as a tool of c~v~c com-
petence among my pupils, I would develop in 
them a historical background to enable them to 
understand better the issues, of our present 
times. I would emphasize the need of understand-
ing trends, movements, and relationships, rather 
than of accumulating a mass of unrelated infor-
mation. Throughout, I would stress how the 
American people have realized their ideals through 
democratic processes. 
5. To develop competence in the study of pub-
lic problems, I would spend considerable time in 
teaching the art of study through investigation 
and research. Thorough study of ·a few 'well-
chosen and vital issues seems to me to be more 
eff ective than a superficial treatment of many. 
Besides printed materials I would use films, 
community sources, and discussion in groups. 
6. To develop in my pupils competence in polit-
ical action, I would not only stress the fact 
that they must learn how to make sound judgments 
but also show them how to register their convic-
tions to make them count •••• I would have my 
pupils attend local meetings to see the cot.mcil, 
or some committee, in action •••• I would have 
them visit pressure organization meetings to see 
such groups in action •••• I would impress upon 
them the necessity of joining with others with 
whom they agree to get what they want •••• 
7. To foster loyalty to the principles and 
ideals of American democracy, I would encourage 
my pupils to set up goals to improve our form 
of government so as to attain more nearly the 
democratic ideal •••• 
Issue Four: What are the elements of effective 
learningf 
I believe that effective learning is based 
on the following fundamental elements: 
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1. Pupils learn better if they help plan 
and participate actively in a learning 
situation, guided by the teacher. 
2. Better learning takes place if the pu-
pil knows what the goal is and if he 
accepts it as worthy and has had a 
share in determining it. 
3. Pupils learn skills best if they accept 
them as tools in the solution of their 
problems, which tools can be acquired 
in connection with purposeful activities. 
4. Learning is better if based on pupil 
interests and purposes which are mean-
ingful to the pupil. 
5. Pupils learn as a whole; that is, many 
learnings of vastly different types -
social a.nd emotional as well as mental 
- occur simultaneously in an individual. 
6. Learning is more effective when it 
grows out of experience suited to the 
maturity level of the pupil, and those 
experiences should enable the pupil to 
grow progres'sively from one maturity 
level to another. 
7. Pupils at each age level mature at dif-
ferent rates and differ from each other 
. in many respects. 
8. Since in learning there is constant in-
teraction between the pupil and his 
environment, the nature of the environ-
ment is an important factor in the devel-
opment of the child. 
· 9. Pupils have certain basic needs which 
must be fulfilled to insure normal 
development. 
10. A pupil reacts to a new situation through 
his past experiences and how he sees a 
situation is largely dependent upon those 
past experiences. · 
BECAUSE I BELIEVE THIS (assuming that not more 
than thirty pupils, preferably only twenty-five, 
.are assigned to me as a teacher): 
1. I would open the school day by participating 
with my pupils in the planning of the activities 
for that day, or for a longer period. As a 
teacher I would consider it my job to be a guide, 
helping pupils to solve their problems. I would 
39 
not be a taskmaster, but I would always be in 
control of the situation. 
2. I ' would •••• stress the fact that whatever 
we did •••• the goals would be clear to me, be 
accepted by the pupils as worthy, and be obvious 
to any visitor in the classroom at the time. I 
would try to have my pupils state the goals in 
language meaningful to them • . 
3. •••• I w9uld not drill just for the sake of 
drill. I would try to get my pupils to realize 
that certain skills rearned through drill are 
essential as tools to solve problema arising 
out of an experience. · 
4. Insofar as possible I would base ·the con-
tent of all learning situations on the inter-
ests which grow out of the present experiences 
of the pupils. It would be my major concern to 
select with the pupils situations which would 
have a purpose and mean something to them. 
5. I would keep the whole child in mind •••• 
My pupils would compete with themselves rather 
than with others; each would have his own goal. 
6. •••• I would consider it my duty to under-
stand the characteristics of pupils (at differ-
ent maturity levels) •••• (then) I would try to 
create a school environment suited for (the 
maturity level of the pupils) •••• 
7. •••• I would make an earnest effort to know 
all I could about each individUal pupil - his 
home and out-of-school background, his past ex-
periences and present interests, and his physi-
cal, social and emotional needs. With this 
information I would adapt the learning situation 
to meet his needs through careful grouping for 
instruction or through the use of differentiated 
assignment. 
8. •••• In the classroom if the goal is compe-
tition and beating other pupils, then success 
is measured in terms of getting ahead of others; 
but, if the goal is cooperation and beating his 
own record, helping others, and working cooper-
atively in a group, then success is the 
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satisfaction that comes from participating in 
and contributing to some worth-while activity • • • • 
9. I would try to understand the basic needs of 
children in general and of each of my pupils in 
particular in order that my pupils may mature 
normally. First of all, I would want an accurate 
picture of the health needs of the pupil •••• I 
would also be mindful of the four other needs, 
emotional and social in nature, which greatly 
influence the actions of children. 
a. A child needs and craves friendship and 
affection. 
b. He needs a feeling of belonging to a 
group which has accepted him. 
c. He needs a normal amount of success. 
d. He needs an opportunity to grow in self-
direction and an opportunity to partici-
pate in planning and carrying out affairs 
which concern him. 
10. • ••• I should want to know about each pupil 
his past experiences, his present needs, and in 
what direction his learning should be extended. 
' 
11. Finally, I would have my pupils share with 
me in evaluating the effectiveness of the learn-
ing which has taken place - how much and how 
well. To what extent each pupil has grown would 
be of much more concern to me than whether all 
have reached or exceeded some norm on a standard 
test. 
Issue Five: How effective are instructional 
aids in achieving educational outcomes? 
I believe that the exclusive use of a sin-
gle textbook does not constitute good teaching 
practice in the classroom but that a number of 
instructional aids now widely used have greatly 
improved the quality of learning and the teach-
ing process. ~ ••• Instead of using a single 
text, however, good teaching practice encourages 
the use of several or many reference books and 
supplementary reading materials. •••• The in-
structional aids which have been effective in 
improving edu.cational ou.tcomes include motion 
pictures, filmstrips and slides, charts and 
pictures, models and actual equipment, and the 
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radio and recordings. 
BECAUSE I BELIEVE THIS: 
1. I would use besides the one main textbook 
in each subject a number of books selected from 
different fields and chosen on the maturity level 
of the children. I would encourage free reading 
•••• • ••• I would teach them (the pupils) the 
effective use of library reference materials. 
2. I would, in addition, use in my teaching a 
large number of instructional aids, but always 
for a definite purpose. •••• Before a film were 
shown to my class, for example, I would first of 
all be sure by previewing it myself that it met 
the purpose at hand. That fact having been de-
termined, I would prepare my pupils for the film 
by discussing with them what to notice in parti-
cular. Then I would show the film at the right 
stage of the unit being developed. After the 
showing, a period of pupil discussion would take 
place. This last is all-important. It . is pos-
sible that the film should be reshown to clarify 
certain points which the pupils failed to grasp 
at the first showing. •••• I would use this 
procedure •••• for a11· instructional aids." 
Comment.-- Issues Three and Six were not reported 
since t;hey had little to contribute to the present dis-
cussion. The material quoted above was included in the 
bulletin to serve as a basis for the developing of a phil-
osophy of education by Minnesota teachers. The authors 
make clear that the issues stated are not all-inclusive 
and were not intended to be so. They suggest that the 
list of issues be extended and amplified in terms of ape~ 
cific classroom procedures which would be in harmony with 
an educational program suited for a democracy. Keeping 
this in mind, the present writer believes that this section 
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o~ the bulletin is an excellent aid to teachers. In 
passing, the writer wishes to point out that the other 
chapters o~ the bulletin are equally well-organized and 
helpful. 
Indoctrination 
A controversial issue in educat~on?-- The subject o~ 
indoctrination usually finds a place in discussions of 
the purposes of education in a democracy. Is this prac-
tice in conflict with the accepted purposes of American 
education? Much o~ the controversy, in the opinion o~ 
the present writer is centered around the definition o~ 
the word. Although the term is taken from the Latin word 
doctrine meaning "to teach", it has come to be associated 
with the act of ~oisting mere opinion upon the learner as 
truth. Some writers have claimed that indoctrination is 
inevitable, that it is impossible f9r a teacher to avoid 
imposing his views on his pupils because of the very 
nattire of teaching itself. It has further been claimed 
that failure to indoctrinate is itself indoctrination 
~or the status quo. Moreover, others have contended that 
ins i stence upon the expression of opinion and formulation 
o~ conclusions by pupils ..!.!! indoctrination, although 
indoctrination, of the desirable variety. 
The immediately ensuing paragraphs contain the state-
ments of several authors on the subject of indoctrination. 
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Comment will be reserved until all statements have been 
reported. 
Roy o. Billett!!.--
"It is assumed that indoctrination is an 
evil. It short-circuits the problem-solving or 
thought process; rewards feats of rote memory 
and irrational imitation; withholds experiences 
essential to the emergence of important mean-
ings and insights; tends to develop meager con-
cepts and narrow ideals, attitudes, and appre-
ciations or relatively inflexible capacities 
and tendencies to behavior; prevents the 
individual from enjoying his inalienable right, 
so far as he is able, to make up his own mind 
for himself; tends to develop individuals who 
cannot and hence do not want to thi~~ for them-
selves." 
Jesse H. Newlo~.--
"This problem of indoctrination involves 
two basic considerations that are often over-
looked. The first is that education, conscious-
ly or unconsciously, is carried on in accordance 
with some frame of reference or social philos-
ophy. The second is that all education involves 
molding of the individual. Education seeks to 
change the individual, to modify his behavior 
in important respects. Merely to send the child 
to a school where he is surrounded by a parti-
, cular and planned environment is to influence 
his growth and development. A purpose is 
inherent in this process. It seems obvious, 
too, that this purpose or frame of reference 
operates with respect to both purpose and method. 
We have seen how method and purpose, means and 
ends, are linked together in human affairs, how 
one conditions the other. Both as respect;s meth-
od and purpose, the type of education required 
by a democracy differs from that required by an 
authoritarian state. Indoctrination, in the 
undesirable sense of tha.t term, is avoided when 
1/ Billett, op. cit., p. 603. 
y Newlon, op. cit., P• 102-3. 
. I 
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the whole process is lifted to the level of con-
sciousness and understanding on the part of the 
learner. 
11 The aim must be to make the individual 
intellectually a free man. To that end all 
important angles of controversial problems must 
be studies. Arguments for and against democracy, 
socialism, communism, fascism, capitalism must 
be examined. The meaning of democracy must be 
studied and conditions and proposals evaluated 
in terms of the democratic ideal. A conscious 
and deliberate building in the individual of 
the understapdings and loyalties that democracy 
requires of him is not and cannot be inconsist-
ent with these principles and purposes. Any 
attempt to 1 put over' on him ideas and beliefs, 
to withhold salient information, to prE?vent his 
exploration of important problems is of itself 
a violation of the basic principles of democracy. 
For only the informed individual is a fit citi-
zen ' for a democracy. 
nrndoctrination, or better, propaganda has 
come to mean distortion, withholding of informa-
tion, evasion, imposing upon the individual; 
propaganda is often plain lying. Techniques 
such as these can have no place in education 
for democracy. But deliberately and consciously 
to teach democracy is in no sense either propa-
ganda or indoctrination. For intellectual 
freedom is an essential of democracy. The teach-
· ing of democracy is tile great challenge that the 
critical period of social transition upon which 
we are now entering makes to the American school. 
To fail to teach democracy is to -tail to free 
the minds of men." · 
Charles c. Peters!/.--
nBut we may as well recognize that one of 
the inevitable implications in the present trend 
of educational theory is indoctrination. The 
problems the individual will face ' in life are 
what they are, and one must become prepared to 
meet them as they exist. The individual needs 
therefore, certain Qodies of information and 
y Charles c. Peters, Objectives and ' procedures in Civic 
Education: An Intensive Study in Curriculum Construction, 
Longmans, Green and Company, New~ York, 1930, p. 25-6. 
-
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certain skills and perspectives and attitudes 
if he is to fit effectively into the world in 
which he will live. His training, if it is to 
be effective, must be directed toward these ends. 
"There is in fact ample room for both spon-
taneity and direction. Directed growth need not 
be a forced process. In order to get along in 
life a person must come to have certain convic-
tions because they are the convictions that 
square with the truth; but these convictions 
need not be forces upon him. His teacher may 
let him start with his own point of view, think 
his way through with a thoroughness that satis-
fies himself, and reach the outcome to which 
the logic of his thinking necessarily carries 
him. The teacher's only business is to 'serve 
as mid-wife at the birth of ideas,' as Socrates 
once said of himself. And the same thing is 
true of all attitudes, ideals, biases, habits; 
their starting point should be the self-
activity of the individual himself. But it is 
the business of the teacher to manipulate the 
learner's thinking, to lead him quickly against 
the snags toward which the false elements of 
his notions will ultimately carry him, and to 
help him more speedily to swing into those 
currents of truth into which he would other-
wise be destined to be drawn only after long 
and costly fumbling. To start, thus with the 
present interests and outlooks of the pupils 
and to manipulate these constantly and covert-
ly toward ends that are known to be right, is 
one of the most delicate and challenging func-
tions of a teacher. It is a function that 
puts education in sharp contrast with the build-
ing of 'houses or the forging of railroad rails, 
where passive material can be beate~ about 
without thought of its individuality. 
11 It is also a somewhat dangerous function, 
for there is the possibility that one may be 
mistaken regarding the ideals and other traits 
to which one's pupils should be brought. But 
it . is well to remember that if we do not our-
selves assume the responsibility of determining, 
by manipulation, what ideals children shall come 
to approve, they will get indoctrinated from 
other sources - from the street, perhaps. They 
will be indoctrinated; all education must inevi-
tably take the form of indoctrination, either by 
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self or others, by the far-sighted or the foolish, 
since all education consists in a set of pre-
adjustments for meeting the problems of life. 
We wish teachers might know with p~rfect infalli-
bility to what sort of character pupils ought to 
be l~d. None o~ us have perfect knowledge about 
this, but we shall get much further by using the 
best knowledge we can possess than by giving up 
and allowing . matters to drift on merely by chancQ. 
To look forward, to direct our processes accord-
ing to purpose, to be master rather than tool of 
circumstances, is the essence of the engineering 
method." 
In a later volum~ Peters' statement concerning indoc-
trination indicates a change of philosophy. He says: 
"But this (indoctrination) is a dangerous 
policy. In our culture we have repudiated it, 
at least for controlling our adult population. 
We insist upon freedom of thought and urge the 
full exploration of all sides of controversial 
questions. We would oppose with great vehe-
mence any suggestion that our government attempt 
to determine what our adults should believe. 
There is equal reason for keeping open complete 
freedom of thought .and inquiry for our young 
people. They are as honest in the employment 
of f reedom of inquiry as adults are, and amaz-
ingly penetrating. Although it is true for 
both youth and adults that freedom to think 
without external compulsion or tricky manipu-
lation may sometimes lead temporarily to wrong 
conclusions, it is just as true that we have 
the greatest promise for progress in our soci-
ety in the long run from freedom of inquiry by 
our youth in school as by our adults. 'reachers 
and pupils should sit down together to follow 
jointly and cooperatively through to whatever 
the pursuit of truth may lead them. In the 
long run democracy will ·rare better when all 
of its techniques are open to full scrutiny 
and to challenge, are subject to change as they 
seem to need change, and are embodied in a 
1/ Charles c. Peters, Teaching High School History and 
Social Studies for Citizenship Training, University of 
Miami, Coral Gables, Florida, 1948, p. 147. 
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well-thought-through philosophy of life rather 
than in a timid sort of pseudo-religion. At 
least that is the firm conviction of this writer." 
Walter E. Myer and Clay Crossl/.--
" When dealing with questions which are def-
initely controversial, the teacher, like the 
competent chairman, must be fair, impartial, 
disinterested. He must g ive up any thought of 
indoctrination. He must not undertake to popu-
larize his own point of view. He abstains from 
taking part in the discussion of controversial 
questions, not primarily because of fear of the 
community, but because it would not be good 
teaching for him to participate. His purpose 
is no ·t to get the young people to thinking as 
he does, however confident he may be of his own 
opinions, but rather to train them so that they 
can stand on their own feet and act independ-
ently when his guidance is witqdrawn.n 
Further on they continue:g/ 
11 In our opinion, the teacher, exc~pt on 
rare occasions, should refrain from stating 
his opinions. By stating it, he weighs the 
scales heavily in favor of that point of view. 
The very fact that he has been completely fair 
and impartial throughout t h e discussion gives 
added weight to his judgment wh en it is finally 
expressed. Furthermore, if he is a good teacher 
he has had more experience in expression than 
his students. He can state a better case than 
they can; hence his final argument will be very 
influential. Regardless of what his purpose 
may be, he speaks with considerable authority, 
and t he injection of his opinion gives an air 
of finality to the argument. The discussion, 
which should have been so valuable had it re-
mained to the end a balancing of ·judgments among 
equals, loses much of its educative effect 
through the introduction of an authoritative voice.n 
1/ Walter E. Myer and Clay Cross, Education for Democratic 
Survival, Civic Education Service, Washington, D. c., 1942, 
P• 7'7-8. 
g/ Ibid., P• 78. 
48 
/ 
Ward G. Reederll.-~ 
"we come next to the final and the most 
important question: How shall controversial 
questions be discussed? There are two groups 
of thought with reference to this. One group 
is unwilling to have all sides of a question 
·presented; it believes in indoctrinatj_ng in -
propagandizing for - only one point of view; 
it would tell the pupils what to believe and 
would insist upon t heir believing it; it would 
indoctrinate opinions as well as facts. This 
view frequently finds expression in the reso-
lutions of various organizations - political, 
religious, economic, fraternal, etc. - which 
ask that certain beliefs be taught in t he 
schools and that competing beliefs be banned; 
worse than all, these groups are occasionally 
successful in _having their views written into 
state laws or into the rules and regulations 
of the local board of education. Many text-
book s also present only one view of controver-
sial questions and that view, of course, is 
the most popular one in the state or community 
in which the textbook is used. Many teachers 
teach only one side of controversial questions 
and insist upon their pupils believing as they 
do •••• 
"The other group of thought, while admit-
ting that a certain amount of indoctrination 
is inevitable because of the 'frame of refer-
ence' of the teacher or the school, rejects 
any theory of teaching which attempts to close 
a person's mind on controversial issues or 
which attempts to prohibit him from the exer-
cise of his inherent right 'to believe as he 
pleases.' It believes that the welfare of a 
democracy rests upon the free interchange of 
opinions. The present writer belongs to this 
group of thought •••• 
"On any controversial question this group 
would bring out t h e facts and arguments on all 
sides of the ques t ion; it would permit - in 
fact, insist - that the pupil state his own 
opinions and formulate his own conclusions; 
complete impartiali t y would be its goal. In 
1/ Ward G. Reeder, A First ·course in Education, The Mac-
Millan Company, New York, 1937, P• 151-4. 
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other words, it would practice the scientific 
attitude, that i~ the inclination to find the 
truth, and by precept and example it would try 
to instill this attitude into the pupils. This 
admittedly would be indoctrination - indoctrina-
tion. in the scientific attitude. It would teach 
pupils to distinguish between facts and opinions~ 
Views which cannot be verified are opinions; 
when they are verified, they become facts and 
are no longer opinions. It would teach facts 
as facts when they have been incontrovertibly 
demonstrated to be facts; but it would be very 
certain that facts were present before they were 
given only one interpretation - before pupils 
were indoctrinated in them. It would realize 
that 'truth is an elusive goddess' - elusive 
because of new discoveries and differences in 
interpretations." 
Comment.-- Indoctrination has only one meaning and 
that, according to Webster, is the practice of causing 
doctrines to become impressed upon the minds of learners; 
to set forth as truth that which is held and supported 
by a teacher or school (or sect). In other words, it is 
the act of "propagandizing" one's own point of view, and 
being that, indoctrination can have no place in democ-
racy's school. Pupils must be prepared to take an active 
part in the discussion of controversial issues and ques-
tions if our program of education is to be designed to 
perpetuate and improve our American form of democracy. 
We must encourage the full and free investigation and 
discussion o~ all sides of controversial questions. It 
is imperative that we train children to distinguish be-
tween fact and opinion, and we must ever exercise great 
care not to use our position of advantage to popularize 
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our own views. 
Annotated bibliography.-- The references listed 
below have been included by the writer to give the· inter-
ested reader a selected bibliography dealing with the 
philosophical and historical backgrounds of democratic 
education. 
Dewey, John, Democracy and EducatioP-, The MacMillan 
Company, New York, 1917, 434p:. This volume 
presents a philosophy of education wbich con-
nects the factors of the growth of' democracy 
with the development of the experimental 
method iliD. the sciences, and the industrial 
revolution. This philosophy is expressed 
as a statement of the ideas implied in a 
democratic society and the application of 
these ideas to the problems of education, 
especially their implications for subject 
matter and method. 
Everett, .Samuel, Democracy Faces the Future, 
Columbia University Press, New York, 1935, 
269 ~' The writer presents (1) a descrip-
tion of social facts, trends, and emphases 
in present-day American life as derived 
from a study of the writings of Charles A. 
Beard, John Dewey, Alfred North Whitehead, 
Thornstein Veblen, Harold Rugg, and George 
s. Counts, plus conferences and sugges-
tions of Jesse H. Newlon, George s. Counts, 
and Stacey May; (2) his statement of cer-
tain historic American democratic ideals 
in terms of modern industrial conditions; 
and (3) his belief of a need for re-
orientation in educational theory as a 
result of his study. 
Snedden, David, Civic Education, World Book Com-
pany, Yonkers-on-Hudson, New York, 1923, 
3:33·· p::.. An early volume devoted in the 
main to a discussion of the sociological 
foundations of civic education. It con-
tains an overview of the several types of 
method which apply in teaching citizenship. 
~ton Un 1\.~ ft\J 
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Snedden, David, Civic Educations in 1960: Some 
Proposed Frameworks, Unpublished pamphlet 
(mimeographed) {February, 1949) 7p. A report 
of the writer's conclusions regarding civic 
education in American secondary-schools. 
Tead, Ordway, The Case for Democracy, Association 
Press, 347 Madison Avenue, New York, 1938, 
120 p. A book which gives a rather complete 
philosophical discussion of democracy. It 
shows the relation of democracy to the work 
of good men who are searching for the "good 
life". 
Thurston, Henry, The Education of Youth as Citizens, 
Richard R. Smith, New York, 1946, 255 P• A 
rather personalized history of the teaching 
of citizenship in the United States which 
contains the author's statement of the essen-
tials of an effective unit process of educa-
tion in citizenship, and descriptions of unit 
teaching processes and projects found in 
elementary and secondary schools and colleges 
for training in citizenship. 
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CHAPTER III 
THE METHODS OF EDUCATION IN A' DEMOCRACY 
The Elements of Method 
William F. Bruce!/.-- In order to help students of 
education atJ.d. teachers to orient their educational pro-
cedures to see more clearly certain fundamental princi-
ples involved in method, the author !Il.akes the following 
statement:Y 
"Today pupils and teachers encounter at 
least four different methods: (1) skill and 
knowledge drill, (2) problem solving, (3) 
aesthetic, and (4) social •••• Shall the pub-
lic schools move toward sharper distinctions 
between methods or toward a higher degree of 
harmony? In what direction does substantial 
progress lie? I" Furthermore, a study of the school situ-
ation indicates that the problem is broadened 
by a diversity of aims underlying the methods. 
In order to avoid the common error of separat-
ing means from ends, these interdependent aims 
and methods must be examined together. 
11 First, pupils should learn by thorough 
drill the skills and knowledges that are more 
useful in present-day living. 
11 This practical objective assumes that 
the pupil is preparing to be an effective pro-
ducer in a great industrial civilization •••• 
y Willi.am F. :Bruce, "Harmonizing Diverse Methods", 
Chapter XI in Principles of Democratic Education, Prentice-
Hall, Inc., New York, 1939, P• 228-50. 
g/ Ibid., P• 229-32. 
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The methods employed s~ress drilled -repetition 
of activities in accordance with definite rules. 
"Second, pupils should acquire problem-
solving ability, which involves a self-reliant 
attitude. 
"This objective, like the preceding, is 
regarded as primarily practical and useful. It 
differs in emphasis by assuming that the prob-
lems of life are changing so constantly that 
education must develop ability to meet new dif-
ficulties effectively. Facts and skills are 
treated as incidental tools in solving problems 
•••• The method stresses individual indepen-
dence in the proposal and development of sug-
gestions , with guidance by the teacher's 
Socratic questioning and by the findings of 
laboratory and practical tests •••• 
"Third, pupils should develop aesthetically, 
that is, grow. in appreciation and judgment of 
the various arts and attain some degree of 
artistic skill. 
n'l'his objective points toward an increase 
of each individual's capacity to enjoy beauty 
in nature and art with . a resulting rise in the 
general cultural level •••• The methods em-
ployed •••• are qui t e as individualistic as 
knowledge drills and independent problem-
solving. They stress freedom to draw, to 
dramatize, to write verse, according to one's 
own artistic acts and those of others. 
"Fourth, pupils should acquire social 
attitudes which lead toward a sharing of inter-
ests involving the opportunities and responsi-
bilities of productive work and the pleasurable 
consumption and use of all the resources of 
society. 
"This objective centers upon social recon-
struction through individual character building 
· by group activity with the elimination of 
emotional maladjustments. Pupils are regarded 
as the maturing citizens of a democracy •••• 
The method most frequently advocated is super-
vised play - the learning of sportsmanship in 
games. A second device is the school club, in 
which pupils share responsibility and develop 
leadership." 
The author goes on to say that high school depart-
mentalization is confusing to the boy or girl entering 
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the school because he or she is likely to encounter all 
four methods during the course of one school day. In the 
English composition class the pupil receives drill upon 
details; in the biology class he encounters problem-
solving; in art or music he is expected to participate 
creatively; and finally he enters a club r .oom for social 
learning through extra-curricular activities. 
The author believes that what he calls . "making" 
activities can be a basis for harmony among the differ-
ent methods. By these activities he means manual con-
strllction which, he claims, will bring into intimate 
relation all four of the objectives. 
The conclusions of t he writer are best presented in 
his own words:l/ 
''From the standpoint of m-ethod, two general 
conclusions may be emphasized. First, if educa-
tors wish the growing generation to be well-
informed, scientific, artistic, and cooperative, 
a variety of appropriate activities and methods 
must be provided in the school program. Ex-
perimental problem-solving and artistic expression 
must both be included. Aiong with these more 
individualized activities socialized group ac-
tion must occur. These cooperative activities 
must be vital enough to make use of energies 
which are now flowing in maladjustive competi-
tive chalLnels. Second, the production of 
forceful, integrated individuality will be 
promoted through activities whose concrete 
goals necessitate intimately related movements 
involving all four methods with the considera-
tion of usefulness, intellectuality, aesthetic 
value, and cooperativeness. Instead of trying 
1/ Ibid., P• 243-44. 
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to keep the four methods separated, the teacher 
should endeavor to bring them into close 
'relatedness' as progress toward the selected 
goals will warrant." 
Comment.-- The author makes no attempt to describe 
specific school practices which would illustrate his 
"making" activities. The present writer wonders just 
how theae activities could be .used in the secondary school 
in such courses as French and English composition. It is 
interesting to note that the author believes the public 
school teacher capable of thinking of activities, other 
than the ttmaking" variety, which will furnish situations 
for the successful harmonization of diverse methods. 
The present writer must admit that this chapter pro-
vokes thought on the subject of method. Certainly all 
phases of the problem of method and the place of method 
in ,a democracy receive ca·reful consideration in this 
particular treatise. 
Robert Ulich!l.-- In a chapter of a book dealing 
with the fundamentals of democratic education, the author 
presents his ideas concerning the essential qualities of 
efficient instruction. He contends that although we can-
not prescribe the same teaching techniques for all teach-
ers because of individual differences among pupils - and 
the teachers themselves, there are ce~tain "fundamental 
1/ Robert Ulich, "Postulates of Teaching", Chapter V in 
Fundamentals of Democratic Education, American Book Com-
pany, New York, 1940, P• 217-42. 
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postulates" of efficient teaching., These postulates are: 
1. Individualism of method. The teacher must con-
sider the whole range of methods because of such factors 
as the personality of the teacher, the influences of 
environment, and the differences among pupils. 
2. Totality. Good teaching must be directed to the 
total personality of the individual including his intel-
lect and his emotions. 
3. Adequateness. The teacher must consider the 
inherited and acquired structure of dispositions and 
character trends which every person possesses. 
4. Diversity of subject matter. Everyone should 
find for himself the limits of his growt~ through con-
stant trial and error. It is also necessary to have as 
many people as possible who, as a result of their educa-
tion and training, are able to see the complexities and 
responsibilities of modern public and private life. 
5. Mental order. In spite of individual differ-
ences, human beings do think and learn· in much the same 
way. No method of teaching can succeed unless it leads 
the pupil along an orderly path determined by society 
and the human element. 
6. Correlation of subject matter. If teaching is 
to be effective we must show pupils the cross-
relationships between all human activities through 
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knowledge of a subject and its related fields . 
7. Self-activi·t;y. In the words of the author:Y 
11 All good teaching consists of changing passivity into 
activity; the demand of learning by doing or by experi-
ment " • • • • 
8. Ethical direction. Teaching must not only point 
to an immediate practical aim but must also lead to the 
realization of essential values, not derived from practi-
cal necessities alone. 
Comment.-- This discussion of instruction is much 
too academic to be of very great help to teachers. Some 
of the so-called "postulates" are concerned with the 
"whatn (the teaching materials) rather than the "hown 
(methods) of instruction. Of course postulate number 
seven hints at the type of teaching the schools of democ-
racy must have if they are to fulfill their purpose. 
However, the present writer feels that concrete examples 
of procedure under each of the headings would have served 
to make the whole discussion clearer and more meaningful 
to the reader. 
John c. Almacl&/.-- Our system of government, accord-
ing to the author, demands that a large measure of 
1/ Ulich, op. cit., P• 236. 
gj John C. Almack, " Methods Which Develop the Capacity 
for Independent Work", Education for Citizenship, Chap-
ter X, Haughton-Mifflin Company, Boston, 1924, p. 168-81. 
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self-reliance be developed in everyone. Each citizen 
must be ready to suggest improved ways of carrying on the 
oownon affairs; he must be able to accumulate information 
regarding current issues quickly and accurately;-and he 
must be able to make sound judgments of his own • . The 
project, the laboratory, and the seminar methods will 
meet these demands of democracy, according to the author. 
In Almack 1 s ovfn words, the essential elements of the 
project and its related methods are:lf 
11 1. Initiation either entirely or at least in 
part by the pupils. This means that there 
is an awareness of some difficulty or 
problem, the solution of which will con-
tribute to the individual's satisfaction. 
2. The pupils share largely in evolving an 
explanation of the difficulty, and in 
planning methods for its solution. 
3. All available sources of information and 
assistance are drawn upon as they are 
needed. 
4. The solution of the difficulty results 
in something concrete and objective which 
is valued for its own sake. 
5. The activity is complete in itself. It 
represents a 1 unit task 1 , and is not 
dependent upon future activities for its 
meaning nor for its value. 11 
The minimum essentials of the laboratory method 
demandag/ 
11 (a) the presence of a real difficulty; 
(b) an idea of procedure in its solution; (c) 
the performance of an experiment or the gath-
ering of experience; and (d) the evalua ·tion 
of results. Under this method, the teacher 
1/ .Ibid., P• 169-70. 
g/ Ibid., P• 175. 
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will work with the group as an adviser, not as 
a dictator. 11 
The major difference between the seminar method and 
the laboratory method lies in the greater emphasis upon 
printed materials in the former. In the author's words:1/ 
nThe characteristics of the (seminar) 
method are four in number. First, each mem-
ber of the group searches out a problem. 
These may or may not be related to one another. 
Second, materials are gathered and analyzed, 
and an outline of a plan of work is submitted 
and criticized. Third, each student makes fre-
quent reports as to his progress, · to the teacher 
alone and to the group. At this time he is 
asked questions, and given suggestions for fur-
ther work. The fourth feature consists of a 
final report. This is usually very complete, 
and is followed by any necessary revision only 
as its application brings out defects and weak-
nesses." 
The author closes his discussion of these three 
methods with a list of questionsg/ which the teacher may 
use to check up on her own procedures. These questions 
are reproduced below: 
''1. Are the pupils originating and planning 
activities? 
2. Do they sustain their original purposes 
and ent~usiasm until the end? 
3. Are they adept in finding materials, and 
in drawing conclusions? 
4. Are they constantly adding to their skill 
and knowledge through the performance of 
unit tasks? 
5. Are they becoming more independent in the~r 
thinking and in their work? 
6. Are they interested in what is going on in 
y Ibid., P• 178..· 
g/ Ibid., P• 180. 
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the community? 
7. Are they willing to go ahead and take 
responsibility? 
8. Is there increased respect for all forms 
of worthy public and personal enterprise?" 
The following chapter of this same book!/ describes 
the socialization or adaptation to others method of teach-
ing. The author claims that it is essential for schools 
to give practice in this process and lists the.following 
principles as important in its introduction and use:g/ 
"1. Success in group effort is dependent upon 
leadership. Consistent training in this 
function should accompany any use of the 
method. 
2. Greater ease in management and direction 
will be foWld if the membership of a group 
is homogeneous. 
3. The teacher's part consists in suggesting 
topics, ways of cooperating, stimulating 
enthusiasm, and evaluating ·methods and 
results. 
4. The way for hearty, sincere group work 
must be opened up slowly and gradually. 
5. The responsibility for control should be 
lodged with the group. 
6. The organization should be simple, and 
s hould never be an end in itself. 
7. The greatest success will be realized when 
compulsion and repression are entirely re-
moved. 
8. The teacher should evaluate results at the 
request of the group, and should report on 
both individual and class methods and accom-
plishments.11 
The author points out the following advantages of 
the social method: 
y John C. Almack, 11 Civic Training Through the Use of Social 
Methods11 , Chapter XI in Education for Citizenship, Houghton 
Mifflin Company, Boston, 1924, P• 183-97. 
g/ Ibid., P• 195. 
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1. It is the most satisfying method to the pupils. 
2. It is the most successful way of providing prac-
tice in working together. 
3. It gives more formal knowledge than the formal 
recitation. 
4. Pupils explore many sources, learn habits of 
constructive criticism, and bec.ome proficient in expres-
sion and application. 
The following disadvantages are listed by the author: 
1. A weak teacher could never put this method into 
effect; anarchy would result from any such attempt. 
2. In a group of unequal abilities, the slower 
pupils 'make little progress unless their helpers do a 
good job. 
3. Teachers may be deceived by the "bustle and en-
thusiasm of group activity" into believing the pupi ls to 
be interested in the results when such interest is only 
feigned or merely a part of the process. 
4. The control of the teacher may be substituted 
by a more arbitrary and less able pupil control. 
Comment.-- Although this volume was published a 
quarter of a century ago, it is one of tbe few education-
al writings which describes method and gives specific 
examples of the method as actually used in the classroom. 
Since the author described three methods of developing a 
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capacity for independent work, he obviously avoided the 
mistake made by many of his contemporaries, that of advo-
cating one narrow procedure as being the. answer to the 
problem of method. 
The author's conception of the project was that of 
the project as originally understood. Later use of the 
term implied its application to any educational activity 
-
in which pupil purposing was dominant, but no such idea 
was intended by the author. One important difference 
may well be noted between the author's project and t he 
project as originally conceived: the examples he gave 
did not seem to limit this type of educational activity 
~ 
to industrial arts, household arts, and agriculture. 
Certainly there are elements in each of the methods 
of teaching discussed by the author which can (and have 
been) incorporated into a successful method of ~eaching 
in the secondary school which, if properly used, will 
contribute to education in and for democracy. Briefly 
stated, s'ome of these points might be: 
1. Pupil initiation of problems. 
2. Pupil sharing in planning. 
3. Use of all available sources of information. 
4. Critical evaluation of results. 
5. Group cooperation in setting up individual plans. 
On the subject of socialization, the author has 
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presented a very clear, step-by-step process of introduc-
ing the method into the classroom. The plan is suffi-
ciently detailed for any intelligent teacher to follow in 
actual practice. The organization he proposes is, in the 
opinion of the present writer, simple and functional. 
The writer presents no evidence to back his claim 
that this method is the most successful way of providing 
practice in working together, most satisfying to the 
pupils, and better than the formal recitation from the 
point of view of giving formal knowledge. Yet he lists 
these as advantages of the method. The present writer 
concedes that this may very well be true, but it seems 
that statements of this nature are important enough to · 
warrant the inclusion of objective evidence which would 
support the contentions of the writer. 
Clyde B. Moore1f.-- This writer lists end describes 
.... 
the functions of several methods of teaching which he 
believes will help to realize civic goals. ' 
First, the recitation which, though as old as the 
school itself, has its place in education. The author 
classifies the recitation as follows: (a) the question 
and answer; (b) the topical; (c) the special report; 
(d) the teacher-recitation or lecture; (e) the 
y Clyde B. Mo~re, " Methods of Teaching and Learning 11 , 
Part V in Citizenship Through Education, American Book 
Company, New York, 192~, p. 169-313. 
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socie.lized reci tati .on or discussion under direction; and 
(f) the "new·" recitation. In the words of the author:Y 
"The new recitation is, as it were, a time 
for casting up learning accounts. Learners and 
teachers come together to be mutually helpful 
in attaining growth as citizens. It is a time 
for directing effort, suggesting methods of pro-
cedure, calling attention to sources of material 
relating to topics at hand, the raising of ques-
tions, testing both individually and as a group, 
pooling of suggestions and findings, cooperative 
organization, summarization relating the work 
of the immediate present to that of the past 
and the probable future, and to the various line 
of interests and activities running parallel. 
"In the new recitation the teacher neither 
monopolizes the time nor leaves the direction 
of all the activities to group members. She is 
the guide and a teacher in that sense. She has 
discovered the individual differences of the 
members of the class and assigns work and sug-
. gests activities accordingly. She recognizes 
the value of individuality and -avoids the forc-
ing of each learner through exactly. the same 
process, but at the same time she is socially 
minded and recognizes the common interests, 
needs, and desirable means of satisfying them. 
The new recitation uses the textbook and a 
defin:i_ te time schedule but does not allow ei th-
er to ,dominate the civic growth of the learners 
who participate. Neither the books nor the 
time is sacred. Nor is there a required form 
of procedure from which there ·can be no devia-
tion. The work is planned in large units to 
harmonize with the course of study. Subsidiary 
units and their time allotments 'are determined 
and the m~terials and the materials of text and 
reference books selected and arranged. There 
w.ill be questions and answers with special atten-
tion directed toward the stimulation of questions 
on the part of the learners. There will be 
recitations on certain topics and special rep~ts 
will be frequently used. The teacher will sup-
plement, organize, and summarize after the 
learners have gone as far as they can, and the 
l/ Ibid., P• · 199-200. 
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.whole enterprise, the course and the ' various 
recitations and study periods will be socialized, 
will be permeated with the spirit of cooperative 
efforts." 
Second is the project method which the author defines 
as any purposeful activity in which the dominant aim is 
to fix the purpose of the action, guide its process, and 
give it motivation. According to the author the value 
of this method lies in the fact that it provides oppor-
tunity for purposeful activity and because its nature is 
nearly identical with life outside of school. 
Third is the discussion and debate method which is 
considered important because it is the type of thing 
done outside of school. It demands thought and action. 
Fourth, dramatization is a very valuable method 
\ 
because it gives pupils an opportunity to reproduce all 
sorts of life situations. Plays, pageants, pantomimes, 
drills, and exhibitions all belong in this category. All 
demand cooperative effort; all are flexible, interesting, 
dynamic, and wholesome. 
Fifth, biography and story are vital because they 
permit the reader or listener to identify himself with 
the c~aracters and, even more important, because they 
give life and meaning to the study of social situations, 
movements, and relationships by means of acquaintance 
with the characters involved. 
Comment.-- This is a very interesting classification 
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of methods although the major emphasis seems to be on the 
method of recitation. Exanples of the use of each type 
of method taken from actual classroom procedure would have 
been helpful. 
Charles c. Peters!/.-- In a volume devoted to a pres-
entation of "blue-prints" for citizenship and democracy, 
the author includes a discussion of the various means at 
the disposal of the schoo.l to achieve training for ci ti-
zenship. Monitorial duties, informal an ,d formal gather-
ings, clubs, school savings banks, student drives and 
collection?, entertainments, athletics, school discipline, 
pupil self-government, ceremonies, pageantry, music, read-
ings dramatization, motion pict~res, school assemblies, 
sch ool publications, incidental insturction, and direct 
instruction are all considered. Only the treatment of 
the last two methods will be reported here. 
The recommendations of the author on the subject of 
incidental instruction are especially interesting. He 
says:Y 
"Incidental instruction may be attained in 
part by 'atmosphere' and example maintained 
within the teacher's classroom, for a teacher 
teaches by what she is as well as, by what she 
says. Also every teacher, especially in the 
y Charles c. Peters, Objectives and Procedur·es in Civic 
Education, Longmans, Green, and Company, New York, 1930, 
~02 p~ " 
_g/ Ibid., P• 137-8. 
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lower grades, has opportunities to tell stories 
at odd times or casually to suggest outside 
readings, which may be so chosen as to l ead 
toward civically useful ideals or insights. 
But of the most tremendous importance are the 
teacher's opportunities for incidently making 
drives for civic instruction here and there in 
connection with all the studies. A large pro-
portion of the needed civic abilities demand 
for their qevelopment cumulative impressions 
which are the by-products from many casual 
treatments of their themes. Because these 
suggestions are so casual, so apparently spon-
taneous and passed over with so little inva-
sion of the pupil's personality, they have 
added potency in shapimg pupils' attitudes, 
ideals and aversions. They are not, however, 
in fact so casual and so spontaneous as they 
seem to the pupil to be. When a teacher of 
mathematics turns aside from his problem for 
thirty seconds to remark that in life as in 
mathematics one cannot 'get away with a lie', 
it may seem to his pupils that he has wan-
dered from the subject, 'gone on a tangent,' 
they would say; as a matter of fact, however, 
he may have planned in advance, maybe long in 
advance, to go on that very tangent at the 
earliest convenient opportunity because he 
conceived that a part of his function is to 
help toward that particular bit of moral train-
ing in the absence of a systematic course in 
ethics. Likewise the teacher of history might 
ignore almost entirely the assignment of the 
day, get started on some 'suggested' story of 
a ci t izen he once know who went to the taxing 
authorities and had his assessment raised de-
claring some property that had been omitted; 
all of which might seem to an outsider to be 
absent-minded wandering from the ~ubject but 
which, for the teacher concerned not to teach 
history for its own sake but to train citi-
zens through it as a means, had been planned 
days or even weeks in advance. Every subject 
is replete with opportunities for such inci-
dental drives toward desiderated civic ideals 
and perspectives. There is no school subject, 
however unfavored, into which the teacher 
could not, if he wished, bring as much casual 
and incidental instruction bearing upon citi-
zenship as he pleased." · 
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The author points out the danger of incidental teach-
ing and the precautions a teacher should take to insure 
its effectiveness in realizing civic goals. He warns:l/ 
"The danger about incidental teaching is 
that it may be neglected in practice. It is 
one thing to argue the possibilities of such 
teaching as a defence for a school subject, 
but it is quite another thing so to handle the 
subject that these possibilities will be real-
ized. One is likely to find that the year has 
passed by without his having done much about 
them. As a precaution against this the author 
urges that each teacher thoroughly charge him-
self in advance with his duty in this respect. 
Let him write down a list of the ideals and 
perspectives and biases toward which he believes 
his subject can be made to contribute, keep 
this list on the desk before him and read it 
over frequently, asking himself whether he is 
doing all he can to drive toward these attain-
ments. Let him even, at the beginning of the 
school year, write in the margin of his text 
book ; or of his course of study, the points at 
which he will try to make incidental thrusts 
toward the outcomes he has assumed as his respon-
sibility and be faithful to his assumption of 
responsibility when he plans his daily work on 
these sections. If, in his set-up at the begin-
ning of the year, he finds he bas planned 
bringing up certain phases more frequently than 
necessary, while he has not worked on others at 
all, let him erase some of the former and plan 
to bring in some of the latter. If, as he goes 
along, better opportunities present themselves 
than he had planned, he may use them as they 
come and compensatingly erase from his plan the 
ones he had noted there. Of course this pro-
posal rests upon the assumption that a teacher 
is not teaching only arithmetic or history or 
Latin, but is training pupils for citizenship 
and for culture and for other forms of social 
efficiency through these subjects as instrumen-
talities. It assumes that the teacher owes no 
obligation at all to the subject but is free to 
1/ Ibid., P• 138-9. 
69 
I 
make such balance between the 'tool-mastering' 
objectives and the other ends as his total 
obligation to social efficiency demands." 
Under t he heading of ~rect instruction in civic 
education in economics, sociology, community civics, sys-
tematic civi cs, and problems of democracy, the author 
lists the following forms: 
1. Didactic instruction. By this is meant the read-
ing of or listening to expositions as presented by text-
book or teacher. This form of instruction has its place 
in filling in the gaps in the various phases of a subject 
left by other forms of t eaching. 
2. Problem instruction. This involves puzzles in 
situations in which the solution means the making of 
choices which ultimately will be discovered the only 
acceptable ones. To be useful these problems must cut 
very closely between truth and falsity. 
3. Project instruction. An elaborate situation set 
up to provide a variety of related problems. If the 
teacher wishes · to avoid wasting time, he must have defi-
nite objectives in mind when suggesting projects. 
a. Dramatization. This is a specialized form 
of project teaching. Its advantage lies in 
~ the fact that that reading and discussion 
done as a part of the planning for such a 
presentation is usually well-motivated and 
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the information gathered is more likely to 
be better digested than that prepared for 
other types of recitations • 
. b. Exhibits and collections. This is another 
specialized form of project teaching. These 
present useful informat~on in an interesting 
manner. They give pupils responsibility and 
also develop cooperation among pupils. 
· Comment.-- This volume contains the most complete 
listing of objectives and methods in civic education found 
by the present writer. The "blue-print" contains nearly 
four hundred specific objectives and methods and was con-
structed by telescoping into a composite list more than 
a thousand separate studies made at Ohio Wesleyan Univer-
sity, the University of Kansas, and the University of 
California. It is well-worth examination by interested 
teachers. In addition to this there are examples taken 
from actual classroom situations of incidental teaching. 
Still another section of the book is concerned with the 
contributions several subject ni.atter fields may make to 
civic education. 
Walter E. Myer and Clay Cross!!.-- In this volume 
the writers give a detailed description of the methods 
If Walter E. Myer and Clay Cross, 11 The 'Converted' School 
at; Work, Chapte1 ... Six in Education for Democratic Survival, 
Civic Education Service, Washington, D. c., 1942, p. 68-82. 
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to be used in presenting a program of education designed 
to insure the survival of our democracy. They compare 
their method of teaching to the conduct of trials by 
jury. The process is divided into three stages: the 
period of fact-finding, the presentation of argQments, 
and the summing up by the judge. Each stage is discussed 
more thoroughly below. 
1. Factfinding. Since no one pupil can obtain all 
t he information he needs in the time allo·ted for the 
study of a problem, the members of the class must work 
cooperatively. At the start of the study, the teacher 
should appoint, or the class elect, a steering committee 
whose function would be to analyze the problem, break it 
into its component parts, divide the class into commit-
tees, and assign to each group a particular phase of the 
problem for study. A research committee might also be 
appointed to take stock of the books, magazines, pamph-
lets, and newspapers available in t;he library, and 
acquaint all class members with these materials. 
2. The presentation of arguments. After each pupil 
has read the books, pamphlets, magazines, and newspapers 
which have been assigned to him, it is then time for the 
exchange of information. Due to the fact that the aver-
age pupil is unable to organize his facts logically for 
oral presentation nor present them in a clear and 
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interesting manner, this phase is extremely difficult. 
Here the teacher must give careful attention to the ores-
entation of ideas. 
When work has progressed to the point where the 
pupils have accumulated a considerable amount; of factual 
knowledge, emphasis should shift to the controversial 
aspects of · the problem. The views of many authorities 
should be compared, and the pupils should be encouraged 
to voice their own opinions. 
3. The summing up by the judge. This stage of tlw 
meth od might well be expressed in the words of the 
authors:.!/ 
"After the class has discussed a problem 
rather thoroughly, the teacher, acting as chair-
man, m~y render an important service. Here is 
where the teacher becomes the judge, and instructs 
the .jury. He will now analyze the issues which 
have been discussed. He will sQ~arize the facts 
which are definite and agreed upon. He will 
point out the issues which have arisen, will ana-
lyze the conflicting points of view. He will 
have an opportunity here to bring home to the 
students lessons in applied logic. He will un-
cover instances of illogical reasoning and will 
show which of the arguments are valid and which 
are invalid. To do this effectively, the teacher 
must -be very competent and highly prepared. He 
must have a broad understanding of the issues 
involved, and must be skilled in logical analy-
sis. The teacher who has achieved such compe-
tence will exert a powerful influence in the 
direction of straight thinking and· good citizenship." 
The authors further recommend that after pupils have 
?3 
arrived at conclusions, they should ally themselves with 
like-minded citizens and attempt in every legitimate way 
to influence public opinion. The authors contend:l/ 
"If they (students) do not act in response 
to their beliefs soon after these beliefs are 
acquired, they are likely to fall into a habit 
of inaction which'will render them throughout 
life passive and ineffectual citizens. It is 
the duty of the scho.ols to directstudents into 
active channels of democratic participation." 
Comment.-- The authors seem to feel that; if pupils 
have any part in the selection of p~oblems that they are 
taking over too much of the responsibility. They state 
that it is the duty of the pupils to understand such 
problems as the teacher may select whether they have an 
initial interest in such things or not. The present 
writer contends that it is the business of the teacher 
to arouse interest in a problem before any attempt is 
made for its solution. 
If the problems are controversial in na t ure, the 
final stage would be extremely difficult to direct. If 
an issue is truly controversial, there is as much to be 
<\~ )\ 
said for one ~as for the other. How then can the teacher 
point out instances of illogical reasoning? The views 
expressed by the pupils were probably developed by re-
course to the writings of experts. · Any judgment passed 
by the teacher would reflect his .own views of the problem. 
1/ Ibid., P• 82. 
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How can he point out errors in the thinking of people as 
much or even ~more qualified to speak than himself? 
Educational Policies Commission!l.-- In a volume de-
voted to a description of possible solutions to the prob-
lem of meeting the needs of youth there appears a sketch 
of an imaginary community school. The activities of this 
school are listed under the following guiding principles 
in education for civic competence. 
1. "Living democratically in the school 
Citizenship education begins with the life 
of the school. Here, in a society which is 
familiar and relatively simple, pupils learn 
the meaning of democracy and the methods of 
democratic action through direct expel'•ience in 
face-to-face relations."gj 
Examples: (a) Pupils learn the meaning of respect 
for the individual by being treated as individuals worthy 
of respect by teachers and fellow pupils allke. Teachers 
create and ma i ntain conditions which foster mutual res-
pect among pupils. (b) Pupils learn how tb share in set-
ting up the purposes, plans, and policies for the 
activities in which they participate. (c) Pupils learn 
the meaning of civic responsibility by taking on respon-
sibilities which have a direct affect on the welfare of 
1/ Educational Policies Commission, National Education 
Association and the American Association of School Admln-
istrators, ~Education for All American Youth, Washington, 
D. C., 1944, 421 P• 
g/ Ibid , , P• 78. 
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others. 
2. "Extending civic activities into the communit~ 
· The students' direct experience in civic 
affairs is broadened as rapidly as possible by 
extending their activities into the local com-
munity.111/ 
Examples: (a) Pupils engage in community occupational 
or other type surveys. (b) Pupils' work with adults in 
activities for community betterment is used as a basis for 
class discussions. 
3. "Moving out to the larger scene 
Citizenship education moves out to the state, 
national, and world situations by way of the 
experiences which pupils have had in school and 
community. · As they move outward, pupils should 
be led to see and understand the connections."Y 
4. "Developing competence in the stud~ of 
public problems 
Help students master methods of studying 
and judging public problems. Familiarize 
them with some of the important issues on 
which citizens are currently expected to pass 
judgment and to act. Stress thorough study 
of a few problems, rather superficial treat-
ment of many."£/ 
Classes choose problems on the basis of their own 
judgment as to timeliness and importance. The class fol-
lows its own time schedule. A problem is considered 
completed when the group generally agrees that it has 
g Ibid., P• 81. 
y Ibid., P• 83. 
:§./ Ibid., P• 85. 
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been mastered. The materials used _in the study of a pro-
blem are those which are usually available to the average 
citizen - public library books, _radio programs, news-
papers, magazines, participation in discussions and forums, 
and attendance at adult meetings where the problem is 
being discussed. People competent to speak on the subject 
are invited to speak to the class in the school • . _Class 
work is done, for the most part, in small groups, with 
the teacher acting as consultant and guide. The conclud-
ing stage of the study of a problem usually takes the form 
of a class discussion in which every pupil is encouraged 
to present his point of view with justification for taking 
his stand. 
5. "Developing competence in political action 
Citizens must learn not only how to make 
sound judgments., but also hew to register their 
convictions so they will count. Students 
should, therefore, study methods of political 
action, at the local, state, and national 
levels. They should also evaluate these meth-
ods in terms of their effectiveness and ~~eir 
consistency with democratic principles. 111;-
Pupils attend meetings of farmers' organizations, 
county agricultural committees, community councils, cit-
izens' forums, local political groups, and the state 
legislature. They are primarily interested in finding 
out how adults act to get things done by political pro-
cedure, rather than to observe ·the formal operation of " 
y Ibid., P• 87. 
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government. These visits are reported in the classroom 
and the classes discuss the findings of the reporters. 
6. "Building knowledge as a tool of civic 
competence 
Equip students with knowledge and under-
standing of contemporary society and of his-
torical background, to enable them to deal 
with new issues as they arise and thiruc 
clearly regarding social goals for the future. 
Seek to develop understanding of trends, move-
ments, and relationships. .Through all, stress 
understanding and appreciation of democracy, 
of American ideals, and of the achievements of 
the American people in realizing their ideals."Y 
This is a project in which the whole staff must par-
ticipate. Each subject field has some contribution to 
make to these knowledges, understandings, and appreciations. 
'7. "Foster loyalty to the principles and 
ideals of American democracy. Encourage youth 
to set up goals for achievement by their gen-
eration which will surpass those of their 
fathers, and which will bring the community, 
the nation, and the world nearer to the at-
tainment of democratic ideals."Y 
Loyalty grows only under the following condi tiona: 
a. When it has roots in experience. Therefore, 
the schools must be places in which pupils can experience 
democracy and practice it. 
b. When one has clear ideas as to what consti-
tutes loyalty. So th.e schools must help pupil~ to 
examine their past experience to discover those things 
1/ Ibid., P• 89. 
gj Ibid., P• 97 • 
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which are democratic, and why they are preferred to others. 
c. When one appreciates the cost of the object of 
his loyalty. Therefore, the schools must help pupils to 
re-live the struggles which resulted in our form of 
democracy. 
d. When one has an opportunity to work for the 
cause of his loyalty. So the schools must bring pupils 
to understand that our democracy is an ideal that is 
still in the building process. 
Comment.-- This book is very valuable because it is 
one of the few found by the present writer which gives 
not only guiding principles of democratic teaching but 
also lists examples of me,thod. Of course the book would 
have been of even greater value if specific illustra-
tiona of method had been provided under such headings as 
the following: (1) conditions which foster mutual res-
pect among pupils; (2) responsibilities which pupils may 
assume that directly affect the welfare of others; and 
(3) understanding that our democratic heritage is an 
ideal still in the making. 
Colin English11.-- The author tells how the schools 
can help pupils develop the values and skills necessary 
for life in a democracy. 
1/ Colin English, Living and Learning Democracy in the 
School, Bulletin No. 56-A, Division of Instruction, State 
Department of Education, Tallahassee, Florida, December, 
1948, 28 P• 
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uThe child learns most vividly from what 
he does. Therefore, the activities of the en-
tire school day - language arts, mathematics, 
science, social studies, health and physical 
education, art, music, particularly the way 
the classes are organized for work, the devo-
tional and assembly periods - are the rich 
source for the formation of attitudes. 
Individual responsibility •••• 
Learning to assume and discharge respon-
sibilities is of prime importance. Throt~h 
the use of the ~aily tasks of clas~room living, 
children learn to assume responsibility, either 
by choice or by assignment of tasks, and to 
carry tb..rough on a responsibility once accepted. 
They learn to take turns in performing desired 
duties and to take turns also in doing t he less 
glamorous and more tedious tasks. The child 
feels secure with his classmates because he 
knows he is contributing ' to the group good. 
He learns to respect the val"iety of efforts 
involved in group living; that_ is, he comes to 
realize that different people make different 
contributions but·that all may be equally de-
serving of respect, a concept essential to 
democratic living . 
Working together •••• 
Learning to work by committees is impor-
tant in a democracy. A child learns attitudes 
as well as skills in holding different roles 
in conuni ttee worl{ - as active member one time 
and as a secretary or chairman the next. He 
learns necessary skills of participation and 
comes gradually to the equally necessary real-
ization that leadership is the product of' the 
demands of a situation, not a mysterious qual-
ity reserved to a few persons 'born to lead'. 
Skill in democratic procedures •••• 
Developing skill in the use of democratiq 
procedures requires practice. The opportuni-
ties for practice must be frequent and based 
in real situations. Participation in student 
councils, class organizations, and special 
interest clubs give boys and girls a chance 
to achieve poise and facility in the use of 
such democratic techniques as leading a 
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meeting, contributing to a discussion, differ-
ing courteously with co-workers, arriving at a 
plan of action agreeable to a group. 
Practicing democracy through voting •••• 
Pupils engage in voting on frequent occa-
sions. They have opportunity to learn both 
its principles and its procedures. They see 
voting as a responsibility as well as a priv-
ilege. They learn that true voting is not 
the casual expression of a momentary point of 
view but is rather the expression of a care-
fully reasoned opinion based on the most com-
plete evidence available. Pupils also gain 
experience in cooperating wholeheartedly after 
being on the losing side of an issue. Further-
more, . they learn that in a democracy the 
channels of communication are kept open and 
that the minority group can try b'y persuasion 
and reasoning to win enough others to its view 
to form a maj?rity. 
Rules have reasons •••• 
To many child;cen laws are remote and 
arbitrary inventions of adults. But a child 
who has participated repeatedly in making 
standards f or class work and in setting stan-
dards of conduct on a bus trip or on the play-
ground discovers that rules have reasons 
behind them. Rules and laws grow out of a 
social need when people live and work together. 
Rules are intended to protect and expedite, not 
to hinder. Furthermore, the student who has 
helped to frame constitutions for schools and 
clubs knows something of the orderly process by 
which laws are made and amended. He knows that 
laws can be created or modified to meet the 
chang ing needs. recognized by a majority of 
voters. Such a person has the basis for a real 
respect for law. 
Good choiees have good reasons •••• 
Making choices is a matter of reasons, roo. 
It also involves responsibility for carrying 
through on choices made. Freedom of choice is 
not the same as licence, whim, or caprice. 
Freedom to choose is an opporttmity to use 
one's own initiative and intelligence in meet-
ing a problem. Choice, therefore, demands · 
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information and reasoning. Choices always have 
consequences. Pupils need to have opportun-
ities to make choices, under guidance, in order 
th~t they may learn to consider appropriate 
factors, anticipate outcomes, and assume res-
ponsibility for the consequences of their 
deci'sions. 
Living and learning democracy through books 
Through wide reading, children extend still 
further their knowledge of the American scene, 
both past and present. Biographical and histor-
ical stories abound in library materials. 
Through well-written a~d well-illustrated books 
children identify themselves with the dramatic 
events of the past and come to appreciate the 
feeling of people in all parts of the world 
today •••• 
Making history live •••• 
Visiting important sites makes history. 
vivid . Pages of print come alive when children 
actually see the spot described. They visual·:.. 
ize the crisis which was met at the place and 
identify themselves with the people of that 
period. History ceases to be a series of fixed 
events enacted by solewn elaers. It becomes 
inst~ad problem solving situations where choice 
and human intelligence help -determine outcomes. 
Cause and effect relationships are recognized. 
Today 1 s problems take on· a new perspective and 
pupils begin to see themselves as contributors 
to history. They also begin to see democracy 
as an ideal to be achieved anew in each genera-
tion, to be achieved progressively with man 
evolving better and better solutions to more 
and more of his problems. 
Problem-solving, a necessity of democratic 
living •••• 
Skill in problem-solving is needed by 
every citizen of a democracy. He needs to be 
able to see problems as a challenge to human 
intelligence. He must be able to analyze a 
problem, suspend judgment until evidence is 
assembled, come to a trial conclusion, and 
test his conclusion for accuracy. He must 
know the prob.able means and sources for ob-
taining information and evidence. 
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Problem-solving is a part of many activi-
ties of the day, but the field of science is 
rich in opportunities. As students seek to 
understand their environment and man's effort 
to control it, they come face to face with 
problems that matter in their own living . 
Teamwork and talent in the arts •••• 
The arts offer boundless opportunities 
for cooperative effort. In both music and the 
graphic arts the best effects are often achiev-
ed through combined efforts of many persons. 
People can do in groups what none of them can 
achieve as individuals. 
At the same time the arts call for the 
highest develop of individual talents and skills. 
Individual differences are not only respected 
but prized and encouraged. Our society cannot 
afford to lo~e talents not latent and undevel-
oped in pupils. Every child needs the chance 
to discover his own potentialities, in many art 
media. 
Learning by playing •••• 
Physical education offers the young child 
a chance 'to learn the important lessons of 
taking turns and of getting along with others. 
For the older child it means opportunities for 
increasing self-control, for cooperative ef-
fort, for teamwork, for good-natured rivalry 
with individual and group opponents, for 
learning to abide by the rules of the game. 
Physical education is a proving ground for 
such characteristics as cheerfulness, good 
temper, endurance, initiative, and resource-
fulness. It helps children enjoy trying 
their skill against worthy opposition and 
valuing the process regardless of who wins 
or loses. 
A democratic school setting •••• 
The varied activities of the day must 
have a democratic setting if pupils are to 
learn from example as well as precept. The 
administration of the school and faculty it-
self must be organized along democratic lines, 
with opportunities for teacher initiative and 
cooperation. If the school world is auto-
cratic in its methods, youth can learn democracy 
83 
only indirectly as if teachers were saying, 
'Do as I say but not as I do.' Children need 
to know that school plana are evolved and pro-
lema settled daily not through dictation and 
force but through the method of conference, 
reason, and persuasion." . 
Comment.-- This is a very well organized bulletin 
containing a wealth of information attractively presented. 
Its weakness lies in the fact that the procedures listed 
emphasize objectives rather than the means of arriving at 
them. 
J. Stanley Gray11.-- In an article Which proposes a 
plan of education whose aim is democratic citizenship, 
the writer states that we must educate children in such a 
way that they will receive practice in problem solving. 
The following series of steps in problem solving and their 
implications for education are listed by the author: 
1. Sensitivity to problems. By this is meant the 
recognition of problems and an attempt to solve them. 
Schools should present many problem situations~ and pupils 
should be free to evolve and formulate their own problems 
rather than have teachers do it. 
2. Knowledge of problem conditions. This involves 
understanding a problem which, of course, is impossible 
without adequate data. The school must give practice in 
the collection of facts in relation to some definite 
Y J. Stanley Gray, "What Sort of Education is Required 
for Democratic Citizenship?", School and Society, 
(September 14, 1935) 42:~53-9. 
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problem. 
3. · Suggested solution or hypothesis. This repre-
sents an attempt to predict the solution of the problem. 
Teachers must permit pupils to interpret their own data 
and formulate their own hypotheses. Only through prac-
tice can pupils learn to think; teachers cannot do this 
for them. 
4. Subjective evaluation. This is a comparison of 
the suggested solution with the problem conditions. 
Again experience is the key to proficiency. 
5. Objective test. This is done by means of lab-
oratory experiment, controlled observation, or historical 
investigation. Teachers have a responsibility to point 
out that untested thought or solutions to problems are 
often wrong and therefore dangerous. They should also 
emphasize that objective verification, never tradition 
or belief, is the only proof. 
6. Conclusion or generalization. This points to 
' the application of the solution found to other problems. 
Teachers must stimulate pupils to study each problem and 
to discover .relationships between problems to gain more 
permanent values. 
In direct reference to the subject of method, the 
function of the teacher, the author says:.!/ 
y Ibid.' P• 356. 
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tt • • • • the method of education aliuould be 
the problem solving method. 
11 Note that on the basis of this hypothe-
sis the function of the teacher is changed 
entirely. No longer is she a dictator and 
judge of the ·child 1 s living procedure. No 
longer does she warp personalities to fit her 
own preconceived notion of 'the good, the 
true and the beautiful.' Instead, the teacher 
becomes a counseling expert who understands 
that the child learns to do by doing; that the 
school must be fitted to the child and not the 
child to the school; that the school procedure 
must be 1 pupil purposed, pupil planned, pupil 
executed and pupil judged' if it is to have 
optimum educative effect. She understands 
that the child can learn to think only by think-
ing for himself, and that her function is to 
stimulate and counsel but never to dictate and 
judge." 
In conclusion, the author states that school problems 
should be of the type which will be useful in solving the 
problems of adult life. He says:!/ 
"Any problem w}+ich concerns any part of 
humanity is appropriately a school problem. 
The more controversial its nature, the more 
important that it be studied under conditions 
(such as laboratories, libraries, advisory 
specialists, etc.) which are designed to facil-
itate problem solving." 
Comment.-- The concluding remarks of tbe author, 
dealing with the nature of probl,ems suitable for school 
study, need qualification. All of the problems of men 
should be problems of the school and should be studied 
by pupils under the direction of qualified teachers in 
commUnities where the public has been educated and en-
lightened regarding the purposes and methods of education 
1/ Ibid., P• 358-9. 
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in a democracy. 
Other Statements Relating to Method 
John L. Childs11.--
"Disciplined minds and habits and disposi-
tions cannot be given to the young. Neither 
can they be inculcated by drill. They must be 
achieved in a process of group activity in 
which the individual cooperates as a purpose-
ful, responsible agent. These skills, atti-
tudes, and dispositions are products of the. 
individual's own doing, and of his reflection 
on the results of that doing. 
"In sum, an education which is concerned 
about democracy will be an education concerned 
about me.thod." 
Lucille Blahnik Plewegj. __ 
11 It is procedure rather than content which 
carries the real concept. For it is only when 
the pupil participates in democratic undertak-
ings that he arrives at an understanding of how 
democracy works. Only by living the democratic 
spirit and by observing it in operation within 
the classroom can our democratic ideals become 
a functioning part of young philosophies." 
Weslex .c. Eastma~.--
"Teachers, more than any others, control 
the springs of a new enthusiasm fox· democracy." 
The author advises. all workers in education, superin-
tendents, principals, teachers, and pupils, to live and 
work together democratically to guarantee the survival of 
y John L. -Childs, "Democracy and Educational Method", 
Progressive Education, (February, 1939) 16:120. 
g/ Op. cit., P• 285. 
'§/ Wesley c. Eastman, "Democracy and the Teachern, School 
and Society, (March 23, 1949) 51:381. 
. \ 
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democracy. 
Bessie Bakerll.-- The following techniques are listed 
by the writer as being ·of value in solving the problem of 
democratic living in the high school: 
1. Greater use of pupil-teacher planning with work 
accomplished through the use of committees. 
2. Increase the degree of pupil responsibility in 
the management and control of the classroom. Make use of 
elected chairman and change standing committees monthly. 
3. Improve the atmosphere of the room. Plan to 
make the room more attractive with such things as plants, 
terrarium, daily paper, magazines, maps, and poster. 
4. Develop the panel technique. 
Charles F. Sawhill Virtuegj. __ 
"Educational procedures have been and are 
only pal~ ·tially democratic. A democratic pro-
cedure is one which has regard for the personal 
values of all persons involved in the transac-
tion. This does not mean that every person 
bears equal responsibility in every transaction, 
that orders should never be given, that exper·t 
knowledge should bow to mere opinion nor that 
no distinctions of status should be made. It 
does .mean that the pruposes of education- the · 
development of real persons - should so domi-
nate every educational procedure tha't the short 
cuts of autocratic control and the conveniences 
of impersonal administration should never be 
y Bessie Baker, "Making 'Democracy as a Way of Life' Prac-
tical in the High School", High School Journal, (October, 
1943) 26:177-9. 
gj Charles F. Sawhill Virtue, "Are Our Schools Democratic?", 
School and Society, (April 6, 1940) 51:428. 
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the primary concern in educational procedure." 
John P. Williams!!.-- The writer presents tl~ five 
lines of action which teachers should adopt to materially 
increase American democracy's chances of survival. 
1. Make future voters understand that democracy is 
in very great danger. 
2. Make them see and understand the l i mitations as 
well as the strengths of democracy. 
3. Make them understand that John Citizen Doe is in 
a very real sense the governmental expert. 
4. Develop an education to give skill in choosing. 
We learn to choose only by choosing, and we learn through 
our mistakes as well as through our successes. 
5. Defend academic freedom and individual liberties 
wherever they are threatened. 
Howard R. Anderso~.--
"Democratic behavior must be learned th:ro ugh 
democratic experience. . 
"Under certain conditions even actual ex-
periences may have relatively little meaning 
to pupils. In order for pupils to acquire 
ideas which can be used in dealing with new 
situations they must be helped to analyze their 
current experiences, to identify the distin-
guishing characteristics of those which are 
democratic, and to apQreciate why democratic 
1/ John P. Williams, nwha t Can the Teacher Do to Increase 
American Democracy's Chances of Survival?n, School and 
Society, (February 5, 1938) 47:182-4. 
gj Howard R. Anderson, "Teaching Good Citizenship", School 
Executive, (December, 1948) 68:12. 
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processes and procedures are desirable." 
John w. Studebakerll.--
11 With reference to teaching procedures, 
I will only hazard the point of view, wh ich I 
believe all of you will accept, that social 
studi es teaching must go far beyond the mere 
rote assignment of lessons and the quizzing 
of pupils. Pupils must become proficient in 
the skills of inquiry and discussion, and 
they must develo~ habits of discriminating 
radio listening and reading . They must be 
afforded learning experiences geared to their 
maturity level; and these experiences must 
call for more than passive learning or absorp-
tion. The schools must help American youth 
to identify democratic values and to act 
cooperatively and efficiently in a wide varie-
ty of real life situations. tt 
Edgar B. Wesle~.--
"Let us step down from the authoritarian 
desk and meet the _pupils on a basis of equal-
ity. The teacher who asks his pupils how to . 
organize the materials, what they think should 
come next, how the recitation should be con-
ducted i s not surrendering his leadership; he 
is really making it effective. The teacher Who 
places squarely upon his pupils the responsi-
bility of meeting standards is teaching them, 
not only algebra or history, but independence 
and initiative.- He is practicing intellectual 
democracy." 
"My last s uggestion in the field of method 
is to restore some of the emotional elements 
which f ormerly characterized much of our teach-
ing . Restore some of the historic stories of 
st i rring episodes and great moments of our his-
tory. Let us not be afraid of moralizing , of 
pointing a lesson, of appealing to symbols and 
y John w. Studebaker, _ "Communism's Challenge to American 
Education", School Life, ( February, 1948) 30:6. 
f:l Edgar B. Wesley, "New Occasions Teach New Duties", 
Harvard Educational Review (January, 1940) 10:1( -18. 
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ideals. Merely because the fascist state em-
ploys these methods is not proof that they are 
inherently bad. They can be utilized for good 
as well as evil ends." · 
Howard w. Hightower!!.--
"Certainly, the method used in the core 
program will not be of the traditional question 
and answer type. The avenue of approach should 
be through the pupils and teacher discovering, 
recognizing, and attempting to solve problems 
taken from areas of life experiences. As democ-
racy implies that each i ndividual shall have a 
chance to enter into group deliberat;ions, then, 
in the core program we must recognize the right 
of every individual to investigate, inquire 
into, and help solve the problems which are · 
pertinent to his life and to the lives of his 
associates. We must see that all pupils have 
the opportunity to ' actually do, as well as to 
learn. The ways of democracy can be learned, 
but they become functional in the life of tne 
individual only as he actually practices them 
in resolving the problems, issues, and con:. 
flicts confronting him and the people with , 
whom he is working." 
Earl Hutchinsong; __ _ 
ttrs the classroom conducted tinder total-
itarian methods and dominated by teacher 
conooands and directions? Or is the atmosphere 
in the classroom one of teachers and students 
cooperatively planning the work to be done and 
together carrying it out? Do students assume 
responsibility for their share of the doing? 
ttThe democratic classroom seeks coopera-
tive action for the common good, the welfare 
of each individual, the participation of all 
according to their abilities, the appl i cation 
of informal intelligence, a freedom for study 
and discussion of controversial subjects, and 
' 
1/ Howard w:-liightower, "An Instructional Program for 
.Democracy", Progressive Education, (May, 1948) 25:138. 
gj Earl Hutchinson, "suggestions on 'Teach i ng' Democraci', 
School Life (May, 1949) 31:10. 
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an acceptance of responsibility for individual 
and group action. 
11 The democratic process in the classroom 
is sound pedagogy as well as good citizenship 
preparation. The democratic classroom induces 
a greater eagerness to learn than does the 
autocratic one. It provides daily practice in 
the application of democratic principles. Only 
in such a setting can lasting habits of desir-
able democratic relationships be developed." 
John Rufibl.-- In this article the author presents 
the following characteristics which he feels should be 
dominant in teaching procedure designed to further democ-
racy. These are: 
1. They should encourage activity rather than pas-
sivity on the part of the pupil. We wish to develop the 
habit of active participation • . 
. 2. Pupils should be given the opportunity to share 
in setting up the purposes of their work. Consideration 
should be given to the interests~ wishes~ and felt needs 
of the pupils to insure that the work will be highly 
purposeful. 
3. They should result in the pupils gaining a capac-
ity for independent work and the ability to direct .their 
own activities. 
4. Pupils should be encouraged to rely on many 
sources of information instead of just the teacher. Other 
y John Rufi, 11 Making Teaching Methods Serve the Best 
Interests of Democracy"~ De artment of· Secondar School 
Principals' Bulletin {March~ 1931 35:53-62. 
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sources are books, supplementary materials, their own 
observation, experiences, and thinking. 
5. They should develop (within reasonable limits) 
a critical attitude of intelligent questioning toward pres-
ent-day problems. 
6. They should place a premium upon intelligent 
pupil participation in dealing with common problems. Every 
teacher should utilize some form of socialized class pro-
cedure. 
Comment.-- The above suggestions were gleaned from 
a number of articles in educational periodicals dealing 
with the subject of teach.ing methods for democracy's 
school. Many other writings were found which, upon ex-
·amination, proved useless for the present writer's pur-
pose• The writers of many of these articles take refuge 
in generalities, and the result is a succession of high-
sounding statements which are ·of little or no value or 
help to the teacher in service. The writings quoted and 
reviewed above represent those found which contribute 
most to the present discussion. 
Suggestions for Method in Specific Subjects 
Arold w. Brown!/.-- This author presents some metheds 
y Arold w. Brown, "Civics in the .Junior High School" 
Chapter Seven in _The Improvement of Civics Instruction in 
.Junior and Senior High Schools, Standard Printing Company, 
Ypsilanti, Michigan, 1929, p. 87-94. 
e . of improving civics instruction in the junior high school. 
According to him, the antiquated method of memorizing 
facts will not meet present-day needs. Carefully planned 
excursions into the community are of more value than hours 
of hearing about government . Cooperative pupil activities 
are valuable because they encourage individual initiative. 
The attendance of pupils at public assemblies is a good 
basis for a socialized recitation. City officials should 
be invited into the classroom to talk about civic affairs. 
Community organizations should be duplicated in the class-
room to allow pupil participation and practice in group 
action. Scrap and class books containing appropriate 
clipp~ngs 9n civic affairs taken from papers and other 
sources are helpful in maintaining interest. A bulletin 
board on which are posted clippings·, official government 
bulletins, cartoons and other materials of civic instruc-
tion should be maintained in every civics classroom. A 
special reference library containing the best and most 
recent books in community civics should be a part of every 
civics classroom. Use of the problem method usually stim-
ulates enthusiasm for civics work. 
In the high school Brown!/ recommends the following 
procedures. Require a reasonable amount of reference 
work on special topics to develop ability to work 
-1/ Brown, op. cit., p . 95-8. 
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independently. Carry on the study of problems as an 
extra activity, not as a part of the course itself. Make 
use of informal debates to help pupils understand some of 
the problems of our American democracy. Give pupils 
practice in parliamentary procedure. 
Commen~.-- Many of the author's suggestions are ap-
plicable to subjects other than civics. Perhaps the 
reader may think them too obvious to warrant inclusion 
in a 1paper of this type; however, the obvious is very of-
ten overlooked. 
The present writer disagrees with the author when he 
states solving of problems should be an extra activity. 
The most successful course in civics and the one most 
fruitful of democratic values is the one in which _pupils 
are constantly at work on meaningful problems. 
Ar thur s. Otiabl.-- The author describes the proce-
dure t o be f ollowed in teaching economics in these words: 
nLet the procedure be the following. The 
teacher or a pupil brings in a problem - from 
the newspaper·, a magazine, the radio, a public 
speech, or a home conversation. The pupils 
discuss it. They decide to get more facts. 
They dig in the library. They send for pamph-
lets. They talk with their elders. They 
bring in additional facts. They discuss these. 
They write essays and make speeches. They 
study the logic oi' arguments and uncover falla-
cies. They learn to tell truth from propaganda. 
They list the arguments pro and con whi ch seem 
y Arthur s. Otis, "Educating for Democracy: Some Specific 
Suggestions", School and Society (October 21; 1939) 50:534. 
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to have weight. Each forms his own opinion as 
to the answer or solution, but the question is 
left open for further facts and study.u 
Comment.-- One of the author's statements advances 
the theory that a teacher of economics does not need ever 
to nave studied economics in order to be a successful 
teacher of the subject. The present writer doesn't agree 
with this theory. Any good teacher is a student of the 
subject he teaches. He should have studied economics for-
mally and should continue his study informally, but no 
less intensively, so long as he teaches it. 
Regarding the procedure advocated by the author, the 
present writer wished to ask how pupils can discuss a 
newly discovered problem. Any discussion based on opin-
ion with a very limited knowledge of the facts is meaning-
less. A more practical approach would have pupils search 
for facts for a limited period and then start a discussion,. 
the purpose of wbich would be to clarify issues. 
A note to the reader.-- The articles reviewed above 
are samples of the type found by the writer which have as 
their pt~pose a discussion of methods of teaching in dif-
ferent subject matter areas to realize democratic values. 
The interested reader is referred to the annotated bibli-
orgraphy appearing at the end of this chapter for a more 
complete list of articles of this kind. 
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Objective Studies of Method 
Luvella J. Kregeib/.-- This is a report of an ap-
praisal of three methods of teaching citizenship: the 
·socialized procedure, the traditional method, and the dif-
ferentiated assignment. Three groups of 9-B pupils, 
approximately forty in each group, were used in the study. 
Individual record sheets were kept for ea'ch group; these 
contained general information, past scholastic performance, 
and scores at the beginni~g and end of the period under 
observation. The following standardized tests were g iven 
to the tb~ee groups : (1) the Illinois Intelligence Test; 
(2) the Brown- Woody Civics Test; and (3) the Hill Civic~ 
Attitude and Information 'J.lest. The educational objectives 
.and units of instruction were the same for each group . 
The group conducted by means of the socialized pro-
cedure was largely pupil controlled. Officers were 
elected, constitution and by-laws drawn up and put into 
effect, and · four standing committees were formed. One 
committee was responsible for the historical and evolu-
tionary phases of the unit; the second investigated 
present-day problems; the third presented debates, playlets, 
and other methods of self-expression; and the fourth was 
1J Luvella J. Kregel , "An Evaluation of Three Methods of 
Teaching Citizenship", Journal of Educational Research, 
(January, 1929) 19:75-7 • 
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i n charge of the bibliography. 
In t he traditional group, the problem was stated at 
the beginning of the hour. The usual type of question 
and answer recitation followed. Pupils were required to 
keep notebooks in which they recorded t he major points of 
t h e unit. 
Irr the group using the differentiated assignment, in-
dividual diff erences were allowed for. Three level assign-
ments were made and these were followed by assimilation 
and discussion periods. Drills were held on essentials. 
The stu dents were not required to complete a par t icular 
assignment but were encouraged to complete as many as 
possible. 
At t h e end of the period of the study .the diff erences 
between t he scores at the beginning and end for the various 
sec t ions indicated that t he class t aught by the socialized 
procedur e made the greatest progress. The writer drew no 
implications from this experimental study. 
Comment.-- The present writer has little faith in 
the validity of this study for several reasons. Firs t , 
three clas s sections, one pursuing each method, are not 
enough for an experim~nt of this type. Second, the three 
groups were taught by the same teacher. This, in all 
probability, would result in techniques from all three 
methods creeping into the teaching of all three groups. 
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Furthermore, it is practically impossible for a teacher 
to be equally skilled in the use of three distinctly dif~ 
ferent methods of teaching. Third., the data collected for 
each group was inadequate for the purpose of equating the 
sections. Fourth, the description of the three meumods 
used was sketchy at best. 
De2artment of Supervisors and Directors of Instruc-
tion-ll.-- This is a study of the social implications of 
democratic cooperation and the methods of implementing the 
ideal. As a preliminary activity, a bulletin entitled 
Teachers and Cooperation was published. In this bulletin 
were listed techniques appropriate for use by teachers who , 
might like to experiment with cooperative practices. 
Teachers were asked to report their experiences after 
reading the bulletin. This was followed by a survey among 
teachers and superintendents to determine thei.r attitude 
toward cooperation in the ' development of instructional 
programs and their own practices in the matter. 
In response to the questionnaire many teachers stated 
that they were engaged in experimental work; but, i n all, 
only forty written reports were received. Moreover, the 
reports stressed results rather than methods. 
The responses indicated that cooperative techniques 
1/ Department of Supervisors and Directors of Instruction, 
National Education Association, Cooperation, Principles 
and Practices, Eleventh Yearbook, Washington, D. c., 
1938, 244p. 
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were used in all grades from one to nine (no reports were 
received from high schools) in all subjects and activities. 
The authors sUmmarize the effects of the teaching of 
cooperation in these words:!/ 
"The benefits listed emphasize over and 
over again the increased friendliness and de-
sirable attitude_s engendered, the development 
of interest and enjoyment in school work, the 
beneficial mental adjustments achieved in 
various types of problem children, the marked 
growth of individual and group self-direction, 
self-control, and critical appraisal, the in-
crease of parent interest and satisfaction 
with the children's school progress, the trans-
fer to other situations within the school and 
to group situations in the children's out-of-
school living. As a whole the reports made it 
clear that the teaching of the coopera t ive 
teachniques and their practical use in school 
activities smooths the way for the successful 
use of projects, activities, and other forms 
of social experiences in which the tradi-
tional school has so long been deficient." 
Comment.-- The department itself has pointed out the 
one great weakness of the study. The reports of teachers 
would have been of much greater value had they emphasized 
methods of cooperating rather than the results. 
Howard E. Wilso~.-- This is a report of the Regents 
Inquiry into the methqds and materials of instruction in 
citizenship in the secondary-schools of the State of New 
York. The responses of 384 teachers to a questionnaire, 
1/ Ibid., P• 206. 
g/ Howard E. Wilson, " Methods and Materials and the Eval-
- at ion of Instruction", Chapter Vi in Education for Citizen-
ship, the Regents Inq~iry, The McGraw-Hill Book Company, 
Inc., New York, 1938, p. 162-84. 
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observations made in about 200 secondary-school classrooms, 
and consultations with teachers and administrators in ad-
dition to data on pupils' achievement were combined and 
interpreted in the study. 
The findings indicated that practica+ly all teachers 
made use of recitation, informal discussion, and directed 
study at some time during the year. Virtually all teach-
ers ranked the recitation and discussion methods as the 
most valuable for use with secondary-school pupils. 
Directed study and project teaching placed second on the 
list of methods. Only one-third of the teachers reported 
having pupils go on field trips or listen to outside 
speakers brought into the classroom. Over one-half re-
ported the use of the radio although in most cases this 
consisted of asking the pupils to listen at home. Reci-
tation took _up 34 per cent of the time in the junior hi@l 
school and 53 per cent of the school time in the senior 
h i gh school. Slightly more than 10 per cent of the total 
time was spent in making the assignment and another 10 
per cent in tests and examinations. On the whole junior 
high school teaching was fonnd to be considerably more 
varied than senior -high school teaching. · women teachers 
and teachers of more than four and less than twenty-six 
years of experience tended to employ more varied proce-
dures. There was a -rough correlation between pupil 
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achievement and variety in teaching methods. 
, Some of the conclusions of the writer are listed 
below:.Y' 
,uin New York State generally, teaching is 
too exclusively a matter of hearing recitations. 
A correlation exists between variety of class-
room procedure and achievement of pupils, which 
is a guide to the improvement of teaching." 
"The best instances of teaching observed 
were those in which able and informed teachers 
conducted discussions, made explanations, or 
guided activities, all of which were focused 
on giving pupils experience in intellectual 
self-discipline and development." 
"Dependence upon devices or mechanical 
rout ine in teaching is not warranted." 
The implications drawn from this study emphasize the 
need for pre-service and in~service training of teachers 
to develop their ability to guide pupils in their think-
ing by means of discussion and general activity. There 
should also be less stress on the techniques of teaching 
which are mere tttricks of the traden. 
Comment.-- This study is included to point out con-
ditions found in the secondary-school just eleven years 
ago. In spite of the great advances made in methods of 
teaching, most instruction at that late date was of the 
traditional question and answer variety, the factual, 
routine, and deadening method by which we and our par-
ents were taught. Have conditions improved to any great 
degree since this study was made in 1938? 
l/ Ibid., P• 183. 
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Educational Policies Commissionl/.-- This is t he re-
' port of a study of effective programs of, civic education 
in a selected group of secondary schools. The field work 
involved visits to ninety high schools. in twenty-seven 
states during the period September 1939 to January 1940. 
Evidences of democratic spirit in educational method were 
sought, and the investigators carried with th em definite 
ideas as to what the democratic spirit is and how it may 
be recognized. Their criteria were the previously men-
tioned nhallmarks of democratic educationn. 
Many specific practices which the commission believed 
·to show promise of effectiveness in teach ing democracy 
were observed and reported. Only techniques recommended 
for use by classroom teachers will be reported here. The 
commission grouped their illustrations under six of the 
"hallmarks of education" in slightly restated form. 
' 
1. Cooperative action for the common good. 
a. Under the d irec tipn of the health teacher, 
pupils carry on a school safety campaign. 
b. In one school the pupils operate a produc-
tion room where any teacher may arramge to 
have typing done, stencils cut and run, and 
many other clerical services. 
i/ Educational Policies Commission, National Education Asso-
ciation and the American Association of Sch6ol Administra-
tors, Learning the Ways of Democracy, Washington, D. c., 
1940, 486 P• 
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c. The art classes in one school operate an art 
service bureau. This bureau takes charge of 
decora ·ting the building with murals and 
paintings and freely offers its services to 
any class or club. 
' 2. Concern for the welfare of each individual. 
a. Pupils are allowed to participate in the 
plaa~ing of the course to adapt it to their 
individual needs. 
b. Art students are permitted to choose their 
own subject and materials. 
c. Pupils are granted the freedom to ask ques-
tions at any time and are given assurance 
that their questions will be seriously received. 
3. Participation of all in planning, exec_uting, and 
' 
evaluating. 
a. Opportunities are provided for all pupils to 
share in democratic group planning. 
b. Every pupil is given an opportunity to devel-
op whatever talent he may have for leadership 
by giving h im many chances to assume respon-
sibility. 
c. In one school every pupil is required to 
evaluate the unit in terms of individual and 
group objectives. 
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4. The experimental method of free inquiry. 
a. Pupils are given practice in collecting facts 
in relation to some problem, in examining 
basic assumptions, in distinguishing between 
facts and ripinions, in formulating and test-
ing hypotheses, in drawing general principles, 
and in applying these principles. 
b. Pupils examine the meaning and practice of 
democracy in their own school. 
5. Freedom for the discussion of controversial issues. 
a. Full and free discussion of all issues is 
encouraged. 
b. All sides of a matter are canvassed. 
c. Pupils are encouraged to voice their own 
opinions. 
6. Responsibility, a requisite of freedom. 
a. Pupils in the industrial arts classes -of one 
school take definite responsibility and 
authority. For example, student foremen 
take charge of the distribution of tools and 
take attendance. 
b. Pupils help to decide what supplementary 
reading materials will be used in the class-
room. 
c. Pupils carry on classes during the temporary 
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absence of the teacher. 
These and many other specific illustrations of proced-
ure in actual school situations are described in this boo~. 
The coramissions draws the following conclusions as a 
result; of its study:Y 
"Every Teacher May Make His Classroom 
a Place Where Youth Learn Democratic Living 
1. Every classroom, laboratory, shop, and gym-
nasium may contri13ute to the development of demo-
cratic citizensh-ip, if the teache.rs understand 
democratic principles and are skilled in their 
practical application to teaching. This requires 
something more than the rule-of-th~~b learning of 
'democratic teaching techniques'. It requires 
that teachers give careful study to the demo-
cratic ideal and its implications for life in 
America today; that they care deeply about the 
effects of their teaching on the civic behavior 
of young people; and that they be willing to sub-
mit their own familiar teaching practices to 
unsparing scrutiny in the light of the democratic 
ideal, and to cast aside all that is inconsistent 
with democracy. 
ttEvery Teacher, Regardless of Subject, Should Have 
Preparation in the Understanding and Practice of 
Democracy 
2. The implications for the professional educa-
tion of teachers are far-reaching. Every teacher, 
in every field - not only the teachers of social 
studies - should have a well-grounded understand-
ing of American democracy and through pre-service 
experience with democratic classroom practices. 
Furthermore, every teacher should be expected to 
keep reasonably well informed regarding the major 
contemporary problems and issues of public life. 
nMore Accurate Knowledge Is Needed as to the Possi-
bilities of Growth in Social Behavior 
3. The factor of growth in ability to work 
1/ Ibid., P• 187-9. 
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democratically requires more attention than it has 
received. We know, in a general way, that the 
skills of democra~ic living are learned, and that 
the capacities of children to learn these skills 
increase with age. But research is needed to deter-
mine more accurately the levels of democratic social 
behavior in relation to age and social intelligence 
which are attainable under favorable learning con-
ditions. Furthermore, application is needed, in 
the secondary schools, of what is already knovm 
about children's social development. 
11 Ma terials and Aids Are Needed \11fhich Are Sui table 
for Free Inquiry and Discussion 
4. The use of the experimental method of free 
inquiry and the frequent discussion of controver-
sial issues require teaching materials and aids 
different from those commonly found in schools •••• 
In the study of the controversial, the radio will 
be a potent teaching aid, and more use will be 
made of newspapers, news magazines, standard maga-
zines which give large space to public matters, 
and various series of public affairs pamphlets. 
11 The National Interest Calls for Emphasis on Cooper-
ative Activities and Motives 
5. Both competition and cooperation have legit-
imate places in the school and in American society. 
The observations of this study indicate that at 
this time schools need to stress cooperative activ-
ities and motives, in order to balance the effects 
of past emphasis on competition. Conditions of 
American life in the past have magnified the role 
of competition in political and economic affairs, 
and the schools have tended to reflect this empha-
sis. Today however the nation clearly stands in 
need of cooperation in the interests of the gen-
eral welfare." 
Comment.-- This volume is one of the most fruitful of 
all those studied by the present writer. It is just 
filled with specific methods of educating for democracy. 
Any teacher would do well to read this book. It could 
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serve as a handbook ?f practices in democratic education. 
I. James Quillen and Lavone A. Hanna!/.-- This is a 
comparison of the merits of the chronological, the topi-
cal, and the problems approaches to social stu~ies teach-
ing to obtain data which will have value for curriculum 
organization and classroom procedure. 
•rhe investigators agreed that the superiority of one 
approach over ,another would be judged on its effectiveness 
in helping boys and girls to grow in behaviors nece~sary 
for participation in a democratic society. These behav-
iors included: (1) the development of the ability to 
thiruc critically; (2) the development of good work habits 
and study skills; (3) the acquisition of a knowledge and 
understanding of our culture; (4) the development of 
desirable social attitudes; and {5) the development of a 
broad pattern of interests and appreciation for the worth-_ 
while things of life. 
The groups selected for study were taken from schools 
and communities that were similar; teachers had comparable 
exp~rience, training, teaching load, and success; pupil~ 
were equal in intelligence, reading ability, socio-
economic background, age, grade level, and amount of 
y I. James Quillen and Lavone A. Hanna, "'rhe Problems 
Approach; A Study of Its Comparative Value", Chapter VI in 
Education for Social Competence, Curriculum and Instruction 
in -Secondary-School Social Studies, Scott, Foresman and 
Company, New York, 1948, p. 141-83. 
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social studies taken. Five relatively large public 
schools part i cipated. Fo~ hundred and sixty-five pupils 
in grades eleven and twelve were used in th_e study. The 
data reported are based upon the work of four teachers 
using the problems, three teachers using the chronological, 
and two teachers using the topical approaches. A series 
of pre-tests and end-tests were administered at the begin-
ning and close of the school year to the paired groups. 
The results of the study are organized by the authors 
in terms of the f ive objectives previously mentioned. 
A Comparison of the Problems and Topica l Approachesl/ 
"1. The students · in the groups using the problem-
solving approach not only made significant grovvth 
in more aspects of critical thinking than the stu-
dents in the groups using the topical approach, 
but they also demonstrated superior ability. 
2. The students using the problem-solving 
approach made significant growth in more work 
habits and study skills than the studen ts in the 
topical group and demonstrated superior skill in 
the -use of the library and in research techniques. 
3. The students in the problem-solving group 
made significant growth in knowledge and under -
standing and knew more about contemporary affairs 
than the students in the topical group. 
4. The students in the group using the prob-
lems approach made more growth toward a liberal, 
consistent, and certain point of view than the 
students in the groups using the topical approach. 
5. The students in the problems-a pproach group 
s howed more interest in a wider rru~g e of activ-
ities than the students in the topical group, but 
neither group developed an outstanding interest 
in the activities classified under social studies 
or changed their interest significantly as a re-
sult of their year's study." 
1/ Ibid., P• 160-7 • . 
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Comparison of the Chronological and Problems Approach!/ 
11 1. The students in neither of the junior groups 
using the problems or the chronological approach 
made growth which was significant in many of the 
aspects of critical thinking evaluated in the 
study. 
2. The students in the group using the chrono-
logical approach made significant improvement in 
their ability to use resear ch techniques but 
showed no significant change in their magazine · 
and newspaper reading skills and habits. 
3. The students using the chronological ap-
proach made more growth in the amount of informa-
tion abou~ American history at their disposal 
than the students in the paired problems group, 
and they also made more growth in their knowl-
edge of contemporary affairs. 
4. The students in the problems-approach group 
made more growth toward a liberal point of view 
than the students in the chronological group. 
5. The students in the problems group were 
more interested in school activities than the 
s·tudents in the chronological group and during 
the year significantly increased their liking 
for school, while the students in the paired 
group were more interested in out-of-school 
activities. 
This study, according to the authors, implies that: 
1. A more extensive use of t~e problems approach is 
warranted if the school is to fulfill its main function 
of preparing youth to participate effectively in a democ-
racy. 
2. The progress made by the groups using the topi-
cal and chronological approaches justifies their continued 
use in the secondary-school. 
3. Since education for citizenship is the primary 
· function of the school, social studies teachers must share 
1/ Ibid., P• 171-6. 
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the responsibility for developing in youth an interest in 
social, political, and economic problems which have carry-
over value in adult life. 
4. There should be more opportunity for pupil-teacher 
planning, more use of community· resources and non-textbook 
materials, and more attention to problems which are real 
and meaningful to adolescents. 
5. More emphasis is needed on the development of 
skills in newspaper reading and to the habit of reading 
better periodicals. 
6. All teachers should evaluate curriculum and teach-
ing procedures in terms of pupil growth in desirable att i -
tudes and interests as well as in knowledges and sl{i ·lls. 
Comment.-- This is a very interesting and valuable 
study. However, the results may be open to question, not 
due to the techniques used or to the treatment of the data 
(which, in the opinion of the present writer, were quite 
adequate) but rather to the relatively small group of pu-
pils and teachers who participated in the study. 
The writer wished to call the attention of the reader, 
whether social studies teachers or not, to the wealth of 
information to be found in the volume reporting this study. 
Any teacher who is intere·sted in making his. subject con-
tribute to the social education of youth will find a great 
deal of assistance in this book. 
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Charles c. Peters1f.-- This is a report of a study 
called "The Miami Experiment in Democratic, Action-Centered 
Education (DAC)u. The problem was the development and 
trying out of a procedure in teaching history and oriher 
social studies which would make them contribute maximally 
to training for citizenship in· a democracy. This field 
I 
experiment was carried on over a period of two years. 
The fifteen teachers who participated in.the study 
were such ones as were found on the job in the schools 
participating and had only such training as randomly sel-
ected n,goodu teachers would have. The experimental teach-
ers applied the DAC method within their own systems and 
according to their own personalities while the control 
.teachers went ahead as they taught under ordinary circum-
stances. About 1,000 pupils formed the experimental group. 
The first year, experimental and control groups were 
equated on the basis of two tests: The Wesley Test of 
Social Terms, and the National American History Test, pub-
lished by Charles Scribner's Sons and the Acorn Publishing 
Company respectively. Both tests were administered to all 
the pupils participating in the experiment, whether in the 
experimental or control group. End tests were given . ' The 
Wesley test alone was used for matching purposes during 
I/ Charles C. Peters, Teaching High School History and 
Social Studies for Citizenshi p Training, The University of 
Miami, Coral Gables, Florida, 1948, 192 p. 
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the second year. 
The following points are some of the characteristics 
of the DAC method of teaching: 
1. Groups operate under a pupil-elected chairman who 
usually serves for the duration of one unit - two to six 
weeks. 
2. The teacher occasionally serves as chairman by 
,request of the pupils, but he usually sits with the pupils 
as a member of the class with the same right to propose 
and to argue as any member, speaking only after getting 
recognition from the chairman. 
3. The class may ask the teacher's advice or for in-
formation, ask him to contribute by a talk, or they may 
consent to have him lecture or summarize when he suggests 
his doing so. 
4. Members remind one another of' lack of system in 
their work, of' failure to make headway, or of lack of 
democratic behaviorB. 
5. Pupils have a voice in the decisions as to what 
topics are most worth studying and the methods to be used. 
6. The teacher has the right to suggest topics or 
methods and to argue for or against any the pupils make 
so long as he is fair with them and really lets the pupils 
have a share in making the decisions. 
7. After a unit has been selected for study, the 
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first stage is a period of browsing the literature to find 
what sort of mater~al there is relating to it. If the 
unit is complex, the teacher may take a very active part 
in the planning, even to the extent of giving a preview 
of the uni.t for the purposes of or~enta tion . 
8. A brief discussion of the problem may then take 
place to focus attention on the issues and to arouse en-
thusiasm in the study. 
9. A planning stage follows in which the pupils 
define the issues and their method of attack. After pupils 
have gained experience in reporting, perhaps the most worth-
while method of attack is to have each pupil, alone or as 
a member of a conuni ttee, take a particular phase of the 
problem and report on it to the class. 
10. The materials of the unit are gained from obser-
vations of life and from many books, magazines, newspapers, 
and pamphlets rather than from a single textbook. Excur-
sions, interviews, visiting speakers, motion pictures, and 
other visual and auditory aids are used in gathering in-
formation. 
11. At the end of the unit the pupils form tentative 
convictions for programs of action on the basis of what 
they have discovered in the study of the unit. 
12. Evaluat ion is based on the cooperative work of 
the teacher and the group . 
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The author draws these general conclusions:Y 
nour study is in agreement with those made 
earlier in this field, as they are in agreement 
with one another in so far as they touch these 
points, on the following conclusions. 
1. Social behaviors ·can be changed by pur-
poseful instruction. 
2. Teaching for such changes in behaviors to 
be effective, however, must have specific objec-
tives in terms of the many particularized. behav-
iors which make up citizenship. Instruction not 
planned according to such specific objectives 
but hoping to achieve them 'incidentally' as by-
products is usually abortive. 
3. The changes effected even by purposeful 
instruction tend to be small. 
4. Education of the DA.C type is as effective 
as the conventional form in securing academic 
masteries, or a little more so. 
5. The DAC type is more effective than the 
conventional in preparing pupils to apply their 
knowledge to meaningful situations, and in 
affecting their habits and 'systems of values. 
6. DAC teachers differ in effectiveness, 
even ~hough prevailingly their success is great-
er with these methods than with the conventional 
ones. 
7. vVhen teachers and pupils get their stride 
in the DAC type of procedure, they like it better. 
These statements all mean 1 on the average.• 
There are exceptions, of course, in the case of 
some individual pupils." · 
~omment.-- This study makes a real contribution to 
the solution of the problem of training for citizenship 
in a democracy. The social studies teacher, and others, 
should not overlook it as a very fruitful source of sug-
gestions regarding all phases of method. However, there 
are some points which the present writer questions. For 
example, Peters states that the DAC method can be used 
1/ Ibid ., P• 138-9. 
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with success at any grade level. The present writer 
doubts very much if the method, as presented in the report, 
could be used successfully below the ninth grade. Even if 
it were modified to some extent it would be of doubtful 
value below the junior high school level. Younger children 
are not mature enough to work as independently as this 
method requires, nor do the pupils have the background of 
knowledge and experience necessary to select worthwhile 
problems, let alone methods of solving them. 
The present writer believes that the teacher, because 
of' his superior knowledge, training, and experience should 
warrant more consideration than an equal position with 
other members of the class. 
Group Planning 
Department of Supervision and Curriculum Development!/.--
The department defines group or teacher planning in the 
following words:gj 
"Teacher-pup~l planning is a relatively 
complex process in meaningful teaching and pur-
poseful learning. • ••• (it is a) valuable class-
room method for motivating and for guiding the 
development of pupils in learning the values and 
techniques in democratic living." 
The main points in this type of planning follow: 
1/Department of Supervision and Curriculum Development of 
the National Education Association, Group Planning in 
Education, Yearbook, Washington, D. c., 1945, 153 P• 
§/ Ibid., P• 11. 
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1. If the teacher is to be an effective classroom 
leader, he must do a great deal of reflective preparation 
before meeting the class. 
2. Teacher-pupil plannj_ng is more than a list of sug-
gestions for a day's program. This type of planning is 
worthwhile only when pupils are encouraged to evaluate 
their ovm suggestions in the light of outcomes. Every sug-
gestion, whether made by pupils or teacher, must be weighed 
in terrns of appropriateness, probable outcomes, and re-
quirements for successful completion of the work. 
3. Meaningful teacher-pupil planning includes not 
only the expressed interests of the pupils but also teach-
er suggestions and, in some cases, specific requirements 
that will assist in the maxi1:11um development of the pupils. 
4. Every person in the group must contribute to the 
total thinking and planning of the group and share in the 
work to be done. This implies teacher encouragement and 
recognition of the contribution of the less able pupil. 
5~ Planning periods should not be used by the teacher 
as a means of getting pupils to accept her ideas. The 
teacher should be willing to submit her ideas and plans in 
the same spirit that she . asks the pupils to express their 
plans. The decision as to final plans should be the result 
of the decision of the group after all probable outcomes 
have been studied. 
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Comment.-- This book is one which should be required 
reading for every teacher, supervisor, and principal. It 
gives a clear picture of real cooperative planning and 
action. The descriptions of group planning included in 
the volume show how this type of activity can be employed 
at all age levels and in all types of situations, includ-
ing the classroom and out-of-school activities. Any pro-
gram of education for democracy must include this type of 
planning. 
Arthur D. Hollingshead!!.-- Although this book is de-
voted to a presentation of the results of an attempt by a 
group of teacher.s and the au thor to develop a program of 
socialization in an elementary school, there are many rec-
ommendations which apply just as well to the secondary 
school. The chapter selected for review tells how the 
teacher1 from a position of active membership in the group, 
can guide the activities of pupils. Such ability is ex-
tremely necessary for effective teacher-pupil planning • 
• 
He says:Y 
11Active membership in a group implies: (1) 
that she (the teacher) iden tif.y hersel~ with the 
common interests, problems, and purposes of her 
group; (2) that she plan and work with them to-
ward the achievement of their common objectives; 
y Arthur D. Hollingshead, "Relation of · the Teacher to Her 
Group", Chapter VII in Guidance in Democratic Living, D. 
Appleton-Century Company, New York, 1941, P• 119-34. 
g,/ Ibid., P• 119. 
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(3) that she evaluate her activities in terms 
of the growth of the group and its individual 
members •11 
To become an accepted member of a class group the 
teacher must exhibit a genuine interest in children; re-
spect personality; identify h~rself with pupils' interests, 
problems, and purpos-es so that she may adjust her guidance 
to their needs; take an objective and impersonal attitude 
toward offences; take a constructive attitude toward af-
fronts; re-orient her sense of relative values respecting 
the seriousness of pupils' behavior; develop a sense of 
humor; maintain self-control and poise; and be worthy of 
the respect and confidence of the group. 
In her relations with the group she should be an ac-
tive member (working with pupils at their own level, 
aiding them when they have difficulty, and guiding them 
into new interests); permit the class to do its own think-
ing and develop solutions to its own problems; give the 
class an opportunity to assume as much responsibility as 
they· are able to assume successfully; allow the class to 
profit from their own mistakes by permitting them to re-
tain control when mistakes occur; and admit that she has 
erred when she has failed t9 meet the above demands. 
In her relations with individual pupils she must 
base them on respect for personality; try to give each 
pupil a sense of belonging, . a feeling of secur:t ty, and 
l 
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of being of value to the group; and be fair and impartial 
in all her dealings with the pupils. 
Comment.-- This represents another statement of the 
obvious. No method of teaching will be successful unless 
the teacher handling the group abides by the above recom-
mendations. This discussion was included by the present 
writer because it represents one of the few studies which 
makes such specific recommendations for teacher participa-
tion in class activities. In a study of this kind the 
obvious as well as the obscure points of democratic method 
must receive consideration. 
Evaluatlon of Teaching Methods 
Educational Policies Commission!~.-- The commission 
I 
included the following descriptions of . teaching methods to 
be used in self-evaluation: 
"Teaching Methods: routine level. Are your 
teaching methods a general average of the way 
in which you were taught in high school or 
college? Do you take it for granted that the 
teacher must do all the planning and most of 
the talking? Are there social distances be-
tween students and faculty and between groups 
of students, gulfs across which a friendly 
voice rarely calls? Do you encourage intense 
and continous competition among students? Do 
you avoid the discussion of controversial 
questions on which the students might justi-
fiably differ from the teachers. Do you 
emphasize the totalitarian virtues of uncrit-
ical, instant obedience? Are you more con-
cerned with keeping your students under control 
y Op. cit., Learning the Ways of Democracy, p. 468-9. 
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than with helping them to grow in self-control? 
If so, you may have a very good school in other 
respects, but you are not creating by example 
the qualities of democratic leadership~ 
"Teaching Methods: imitative level. Do you 
teach by the 'activity' method or by some other 
new formula without knowing why? Is your school 
frequently upset by far-reaching changes in 
teaching method, handed down to you without ad-
equate explanation and study? Are you aware of 
the shortcomings of traditional methods, eager 
to have better ones, and vigilantly watching to 
see whether the school in the next county or the 
near-by city will develop these new methods fo~ 
you? When you read about the 'freedom-by-
formula school' and the 'busy-work school' in 
Chapter I, did you recognize yourself in those 
mirrors? If so you are ready for great gains in 
teaching method. Though you are now only on the 
, imitative level you have at least developed a 
willingness to change for the better. That is 
the better half of the battle.· Now is the time 
to consolidate your position and prepare for t;he 
next advance. 
"Teaching methods: constructive level. Do you 
prize beyond all measure the individual worth of 
the personality of each student? Do you set a 
steadfast example of respect for other people? 
Are you inventive in developing opportunities in 
which your students may work together for the 
general welfare? Do you give students a ch~nce 
to share in planning and evaluating their own 
work? Do you help them to solve problems by 
appealing to reason, sound evidence, and good 
will? Do you hold them responsible for deliv-
ering results as a condition of their freedom? 
Are you permitted, within bounds of good taste 
and tact, to ~scuss in your classroom any 
problem which is important to these young cit-
izens and to their future welfare and happiness? 
Is your teaching so conducted that it is democ-
racy? If so, your school is functioning at the 
constructive level in one of the most important 
aspects of citizenship education. You are 
doing in a superlative way your essential part 
in preserving and improving the American 
democracy." 
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Comnent.-- This is an interesting classification of 
methods of teaching. Of course it is much too brief to 
be of -very much assistance in determining the procedure 
to 1be followed to graduate to the "constructive level", 
if one does not already find himself on that level. There 
is, however, enough detail to determine one's present lev-
el of teaching. 
I. James Quillen and Lavone A. Hanna!! .-- Any method 
of teaching used in a democracy should satisfactorily meet 
these criteria: 
nl. Do they require the utilization of many kinds 
of materials and a variety of experiences? 
2. Do they permit much pupil-teacher planning 
in selecting the .units to be studied, the 
procedure to be used, and the learning activ-
ities to be undertaken? 
3. Do they provide opportunity for an extensive 
use of the process of reflective thinking? 
4. Do they encourage pupils to work independently 
or in groups in collecting , organizing, inter-
preting, and presenting data? 
5. Do they result in the drawing of generaliza- / 
' tiona and in action in terms of the general-
izations? · 
6. Do they encourage initiative, self-direction, 
and responsibility on the part of the students? 
7. Do they permit sufficient flexibility to meet 
the needs and interests of students? 
8. Do they help students to gain the necessary 
historical perspective to understand and ap-
preciate the world in which they live and to 
participate in the solution of contemporary 
social problems? 
9. Do they develop rocial sensitivity and per-
sistent interest in the social field which 
will continue and broaden throughout ~he life 
of the individual? 
1/ Op. cit., P• 139-40. 
I . 
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10. Do they facilitate change in the behavioral 
pattern of youth in those objectives which 
teachers and pupils hold to be desirable; 
for example, reflective thi~~ing, wor~ hab-
its and study skills, knowledge and social 
understanding, social attitudes, interests, 
and appreciation? 
Co~nent.-- This list of criteria was originally drawn 
up for methods of teaching in the social studies field. 
Obviously, however, they are applicable to teaching methods 
in any subject-matter area. Nevertheless, a more detailed 
list containing specific criteria would be more valuable. 
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CHAPTER IV 
CONCLUSIONS 
A Checklist 
Organization of the Checklist.-- From the great vol-
ume of writings pertaining to the subject of education in 
a democracy, there appe8r several basic principles which 
_rather closely define the function o'f the classroom teach-
er in a democracy. If these principles were merely listed 
without explanation or con~ent, they would not be particu-
larly helpful to the teacher who wishes to know how he can 
make his courses contribute maximally to education for 
democratj_c living . What the teacher wants and, needs is a 
list of criteria, a checklist with which he can compare 
his own methods. 
Under each of ten basic principles the writer has 
listed several educational conditions or procedures which, 
it is hoped, serve to make each item more specific. When-
ever possi'ble these sub-headings have been further delim-
ited. In many cases, however, further break-down would 
involve reference to specific methods pertaining td a 
single subject matter area. An attempt has been made to 
avoid th,is since the checklist has been drawn up for the 
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use of all teachers, regardless of subject matter field. 
The writer wishes to mention in passing that this 
list, in a somewhat different form, might be used to sur-
vey in the secondary school teaching methods which have 
as their objective the development of democratic skills, 
habits, attitudes, and ideals. 
The Checklist .--
I. Every teacher should have preparation in the under-
standing and practice of democracy. 
A. Recognize your major responsibility as a teacher 
to be that of educating for democracy. 
B. Give careful thought and study to the principles 
underlying the democratic way of life and their 
practical application to teaching. 
1. Read books and periodicals, professional and 
otherwise, which deal with the subject of 
democracy. 
2. Discus s the problem of educating for democ-
racy with teachers and other interested per-
sons. 
c. Survey the possibilities your. subject-matter field 
offers to the advancement of the cause of democracy . 
1 . Know exactly what attitudes and ideals to 
which your courses could be made to contriro.te . 
2. Know precisely what prejudices your courses 
could be made to correct. 
D. Take an active part in the life of the school 
outside of your classroom. 
E. Keep well-informed regarding the major contem-
porary problems and issues of public life. 
II . Every teacher should exemplify democracy in his 
everyday life both in and out of school. 
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A. Be fair and impartial in all your dealings with 
children. 
J 
B. Take an impersonal, objective, and constructive 
attitude toward offenses. 
c. Readily admit that you have made a mistake when 
such is the case. 
D. Make a sincere effort to know all that you can 
about each pupil, his home and out-of-school 
background, his interests and needs. 
E. Make an effort to become a part of the group you 
are teaching. 
1. Be a guide rather than a taskmaster. 
j 
2. Work with pupils at their own level, aiding 
them when they have difficulty and guiding 
them into new interests. 
F . Permit pupils to assist in the planning of the 
work, in selecting the materials to be studied, 
and in determining the methods of working and 
evaluation. 
G -. While not leaving the direction of all activities 
to the members of various groups, be careful not 
to monopolize the time nor take too much of the 
initiative. 
H. Welcome new ideas. 
III. Every teacher should take advantage of every oppor-
ttmity to clarify the meaning of democracy. 
A. Deliberately plan to do incidental (not acciden-
tal) teaching of democratic ideals wherever and 
whenever the opportunity presents itself. 
B. In addition to providing experiences in democra-
tic living help pupils to analyze their past 
experiences to discover those things which are 
democratic and why they are preferred to others. 
C. Help pupils to study the meaning of democrac'y 
t h rough its application in the school and class-
room as well as in the conwunity. 
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D. Include readings in your courses which will con-
tribute to the pupils' knowledge, understanding , 
and appreciation of our democratic heritage. 
E. Help pupils to identify themselves with the 
characters and events in the story of our democ-
racy . 
F . Help pupils to see the difficulties and limitations 
as well as the strengths of democracy. 
IV. Every teacher should confront his pupils with situa-
tions conducive to open-minded and far-reaching thought. 
A. Recognize that the method of problem-solving, when 
applied to rea,l problems, is the most fruitful of 
results in democratic education. 
B. Select problems which challenge the pupils to put 
forth their best efforts. 
1. Choose problems which are real and meaningful 
to adolescents. 
2. Allow the class to select problems on the 
basis of its own judgment as to timeliness 
and importance. 
3. Use current happenings suggested by newspapers, 
magazines, radio programs, and special occa-
sions as the chief source of supply of prob-
lems for optional study. 
4. Select problems which have carry-over value 
into adult life. 
c. Allow the class to follow its ovm time schedule 
so long as gains are being made. Consid~T a prob-
lem completed when the group generally agrees 
that it has received adequate coverage. 
D. Have pupils collect and learn facts only in rela-
tion to some definite problem being studied. 
E. Emphasize the difference between facts and opin-
ions. 
F. Encourage pupils to interpret their own data and 
formtlla te their own hypotheses. 
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G. Emphasize the need for objective testing of all 
conclusions. Give pupils practice in using 
1. Laboratory experiment. 
2. Controlled observation. 
3. Historical investigation. 
H. Emphasize the importance of means and sources for 
obtaining information and evidence. 
I. Always canvass all sides of a matter and insist 
that pupils do the same. 
J. Discuss fully and impartially those controversial 
issues which are suitable f or classroom treatment. 
K. Always leave plans or conclusions open to change 
in the light of new evidence. 
v. Every teacher should make use of materials and aids 
which are suitable for full and free inquiry and dis-
cussion. 
A. Have pupils use a wide variety of reading mater-
ials which present information in statistical and 
pictorial as well as in paragraph form. Include 
l. Textbooks 
2. Reference works 
3. Newspapers 
4. Magazines 
5. Pamphlets 
6. Biographies 
7, . Travel books 
8. Fiction 
9. Drama 
. 10. Poetry 
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-B. Choose reading materials which 
1. Present many different points of view. 
2. Vary in difficulty. 
3. Appeal to differing interests. 
4. Are attractive and interesting. 
5. Provide for expanding and maturing interests. 
6. Are of the type which lead to self-dependence 
in locating information. 
7. Include non-academic as well as academic 
materials. 
c. In using these materials 
1. Know when to offer help and when to witllhold 
it. 
2. Encourage the critical appraisal of sources 
of information. 
D. Make use of the many excellent visual aids now 
available in most school systems. These may in-
clude. 
1. Motion pictures 
2. Film strips and slides 
3. Still and mounted pictllres 
4. Charts and tables 
5. Iviaps and globes 
6. Models 
7. Graphs 
8. Bulletin boards 
E. Make use of auditory aids. 
1. Radio 
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2. Phonograph 
3. Sound-recording equipment 
VI. Every teacher should emphasize cooperative activities 
and motives rather than competition. 
A. Make effective use of teacher-pupil planning. 
1. Do a great deal of reflective preparation 
before meeting the class. 
2. Begin with a consideration of the importance 
of this type of planning in achieving demo-
cratic procedure. 
3. Make certain that the planning gives all mem-
bers of the group opportunity and encourage-
ment in thinking and doing. · 
4. Encourage pupils to evaluate their own sugges-
tions in the light of what outcomes would be 
realized by carrying. them out. 
5. Avoid making planning periods a means of get-
ting pupils to accept your ideas. Submit 
your plans to the group in the same spirit 
that you ask pupils to express their ideas. 
6. Make certain that final plans are the result 
of the decision of the group after all prob-
able outcomes have been studied. 
B. Make provis·ions for committee work. 
1. Allow pupils to share in the allocating of 
committee work. 
2. Divide committee work on the basis of pupil 
needs and effective organization as well as 
on the preference of each individual. -
3. Provide sufficient direction of committee 
work without interfering to the point of des-
troying its value. 
c. Give pupils practice in cooperating by making 
use - of the many cooperative ways of gathering 
and presenting information. These may include 
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1. Panel discussions and round tables , 
2. Forums . 
3. Community surveys 
4. Excurs).ons 
5. Informal discussions 
6. · Radio skits and quiz programs 
7. Demonstrations 
8. Plays, pageants, pantomimes, and 'drills 
9. Exhibitions 
10. Murals and friezes 
11. Models 
12. Graphs and charts 
D. Permit the class to do its own thiP~ing and devel-
op solutions to its own problems cooperatively. 
E. Emphasize the fact that best effects are often 
achieved through combined efforts of many persons. 
F. · Make the evaluation of outcomes a cooperative 
venture in which pupils as well as the teacher 
participate. 
G. Allow pupils to participate in making standards 
for class work. Allow them to set standards of 
conduct for trips and excursions. 
H. Encourage pupil sharing of tools and materials. 
I. Encourage the brighter pupils to help their 
slower classmates. 
J. Since contest and competition in a democracy are 
inevitable, be certain that all conflicts of 
opinion are characterized by 
1. A spirit of tolerance, mutual understanding, 
and fair play. 
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2. Discriminating and intelligent consideration 
of all available data. 
3. Equality of opportunity, freedom, and impar-
tiality to all concerned. 
4. Temporary decisions which represent the free 
and "sincere expression of the will of the 
majority of what it believes best for the 
group. 
5. An understanding that judgments will be sub-
ject to future revision or reversal by the 
same process. 
6. Sportsman-like conduct on the part of the 
minority to guarantee a fair trial for the 
ideas and methods of the majority. 
7. Sportsmanship on the part of the majority to 
guarantee and defend the rights of the minor-
ity. 
VII. Every teacher should use methods which will help to 
achieve the optimum individual development of his 
pupils. 
A. Be concerned with the highest welfare of each 
child. 
1. Try to give each child a sense of belonging, 
a feeling of security, and of being of value 
to the group. 
2. Encourage pupils by giving sincere praise for 
work well done. 
B. Identify yourself with pupils' interests, problems, 
and purposes in order that you may adjust your 
guidance to their needs. 
c. Be as alert to personal relations among the pupils 
as you are to the content of a discussion. 
D. Encourage every pupil to participate in the plan-
ning of the work in order to adapt it to individ-
ual differences. 
E. Encourage every pupil to supplement class planning , 
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by developing a plan of his own, listing objec-
tives, procedures, and methods. 
F. Have every' pupil evaluate the work in terms of 
both individual and group objectives. 
G. Always give the pupil who brings in a- new idea or 
plan a chance to explain. 
H. Be sure that class discussions are characterized by 
1. Your sympathetic leadership. 
2. The informal exchange of ideas. 
3. The freedom to ask questions and assurance 
that one-' 8 questions will be seriously re-
ceived. 
4. Your encouragement of individual expression 
of opinion. · 
r. Make use of methods of presenting information which 
allow for individual differences and independent 
work. These may include 
1. Floor talks 
2. Essays 
3. Formal research papers 
4. Statistical tables and graphs constructed from 
raw data. 
J. Provide opportunities for all pupils to develop 
and exercise whatever talent for leadership they 
may have'. 
1. Allow pupils to t ake charge of class discus-
sions, foru.rns, round tables 7 and the like. 
2. Have pupils head various com.'nittees. 
3. Discuss the qualities necessary for superior 
leadership. Stress in other ways. 
Make provisions for training in enlightened follow-
ship. 
'. · 
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1. Have pupils serve as the members of committees. 
2. Have pupils choose their own leaders after 
carefully weighing qualifications • 
. 
3. Have pupils evaluate the quality of the work 
of their leaders. 
4. Train pupils in the use of experts. 
5. Provide opportunities for learning the prin-
ciples and procedures of voting by having 
pupils engage in voting on frequent occasions • 
VIII. Every teacher shoUld give pupils practice in accept-
ing and carrying out responsibility. 
A. Recognize the fact that pupils learn the meaning 
of responsibility best by taking on responsibil-
ities - which directly affect the welfare of others. 
1. Have pupils clear up after work periods. 
2. Have pupils bring in materials of importance 
to special committees or to the whole qlass. 
3. Allow pupils to take charge of bulletin 
boards and exhibits. 
4. Permit pupils to help arrange equipment and 
furniture so that both will best serve them. 
5. Have pupils take charge of various types of 
equipment such as tools, radio, and projector. 
6. Let pupils have a say regarding the materials 
to be used in the room. 
7. Have pupils rotate responsibility for class-
room routine; i. e., ventilation, clean-up, 
attendance, handling materials, etc. 
8. Have pupils elect a chairman to take charge 
during temporary absences of the teacher. 
B. Allow the class to profit from its mistakes by 
permitting them to continue control when errors' 
have been made. 
IX. Every teacher should use teaching _aids which extend 
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the reach of the school. 
A. Make excursions into the community and beyond. 
To secure the greatest benefit from these trips 
1. Make them only when direct contact with a 
situation seems advisable. 
2. Plan them carefully and give the pupils a 
share in the planning. 
3. Make the purposes of the trip clear to all. 
4. Visit the place to be seen by the class before-
hand to brief your host as to purposes. 
5. Use the information gained by the class imraedi-
ately in some way. 
B. Make effective use of interviews with persons in 
the community. To gain the most from these inter-
• I VJ.ews , 
1. Select the persons to be interviewed with a 
view to the contributions they may be able to 
make. 
2. Make certain that the interviewer knows exactly 
what information he wants and how to obtain it. 
3. Tell the interviewee the subject of the inter-
view and the type of questions he is l:i.kely 
to be asked in advance of the appointment. 
c. Invite visiting speakers, community leaders, o·t:her 
teachers, or experts in one field or another into 
the classroom to help pupils gain information. To 
derive the greatest benefit from these speakers 
1. Invite only those who are qualified and com-
petent speakers. 
2. Let the guest know in advance what is expected 
of him and what the class is studying. 
3. Plan ·some follow-up activity. 
D. Encourage pupils to attend public gatherings such 
as meetings of farmers' organizations, community 
councils, citizens' forums, and local political 
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groups . 
1. Make the main purpose of these visits the find-
ing out of how adults get things done by pol-
itical procedure. 
2 . Have t;hese visits reported in the classroom 
and followed up in some way. 
x. Every teacher should make certain that the principles 
and techniques learned have application in the present 
life of the pupils both in and out of school. 
A. Translate the ideals and at;titudes learned into 
terms of emotion and conduct. 
B. Encourage pupils to carry into civic action some 
of the decisions they have made as a result of 
their studies. Have pupils 
·1. Make newspaper reports of activities. 
2. Participate in radio presentations such as 
dramatizations, debates, round tables, and 
discussions. 
3. Prepare school publications. 
4 . Produce dramatizations and exhibits to which 
the community at large is invited. 
c. · Encourage pupils to work with adults in activities 
for community betterment, and make these activ-
ities a basis for classroom work. 
D. Encourage pupils to set up goals for achievement 
which will surpass those of their fathers and 
which wi 11 bring the cornmuni ty, the nation, and 
the world nearer to the attainment of democratic 
ideals. 
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